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ABSTRACT 

Offering new perspectives on academic advising in 
community colleges, this book defines developmental academic 
advising, describes the organization and delivery of advising 
services, and discusses key components of effective programs. The 
following 10 chapters are included: (1) "Developmental Academic 
Advising," by Thaddeus M. Raushi, defining developmental academic 
advising as a process which views students in the context of their 
whole life setting; (2) "Academic Advising, Retention, and Transfer " 
by Margaret C. King, highlighting the role of advising in student 
integration into college life; (3) "The Organization and 
Effectiveness of Academic Advising in Community Colleges," by Wesley 
R. Habley, describing findings of a national survey of advising 
program characteristics; (4) "Advising Models and Delivery Systems," 
by Margaret C. King, reviewing seven organizational models and five 
delivery systems; (5) "Adviser Training in the Community College," by 
Portia K. Weston, arguing that training activities improve student 
success and provide team-building staff development; (6) "Evaluation, 
Recognition, and Reward of Academic Advising," by Buddy Ramos; (7) 
"Advising the Two-Year Student: Considerations and Strategies,'" by 
Judith L. Sanford-Harris; (8) "Advising Multicultural Populations for 
Achievement and Success," by Thomas Brown and Mario Rivas, discussing 
challenges and strategies for advising students of different 
backgrounds; (9) "Intrusive Academic Advising," by Martha T. Garing, 
suggesting intervention strategies at specified times from admission 
to graduation; and (10) "Sources and Additional Information: Academic 
Advising in the Community College," by Karin Petersen Hsiao. (BCY) 
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Editor's Notes 



In recent years, academic advising has become recognized as a critical 
component of the educational services provided to students, and for good 
reason. Academic advising is the only structured service on college cam- 
puses that guarantees students interaction with concerned representatives 
of the institutions. Consequently, it can be viewed as the hub of the wheel, 
with connections to all of the other support services on campus. Effective 
advising can be a key factor in helping students make the necessary 
adjustments to college life and become integrated into the academic and 
social systems of our institutions. Such integration is directly linked to 
student success, satisfaction, and persistence. 

To be effective, academic advising must be viewed as a developmental 
process, one that considers a students life, career, and educational plans 
and goals prior to course selection and class scheduling. Wesley R. Hablcy 
and others have used the following definition of academic advising in 
presentations and workshops, and it is offered as a foundation for the 
chapters that follow: "Academic advising is a developmental process which 
assists students in the clarification of their life/career goals and in the 
development of educational plans for the realization of these goals. It is a 
decision-making process by which students realize their maximum educa- 
tional potential through communication and information exchanges with 
an advisor; it is ongoing, multi faceted, and the responsibility of both 
student and advisor. The advisor serves as a facilitator of communication, 
a coordinator of learning experiences through course and career planning 
and academic progress review, and an agent of referral to other campus 
agencies as necessary" (Crockett, 1984, p. i). 

This volume. Academic Advising: Organizing and Delivering Services jar 
Student Success, begins with an in-depth discussion of developmental 
academic advising. Noting, in Chapter One, that "theory and practice are 
inseparable; practice is rooted in theory and theory informs practice" 
(p. 9), Thaddeus M. Raushi defines developmental advising and goes on 
to review the key developmental theories and to discuss their implications 
for advisers. 

In Chapter Two, 1 discuss the critical role that academic advising can 
play in student retention and transfer. A summary of Tinto's (1987) model 
of student departure is followed by a review of some of the research that 
operationalizcd that model. Themes of attrition and the role that advisers 
play in each are also noted. The chapter concludes with a discussion of the 
importance of the transfer function and the role of advisers in enhancing 
transfer. 

Wesley R. I labley describes the state of advising in community colleges 



t < 

4 



2 



Academic Advising 



in Chapter Three. Using data from the American College Testing Program's 
fourth national survey on academic advising (Habley, 1993), Hablcy de- 
scribes organizational models that exist in two-year colleges as well as 
coordination and reporting lines, institutional policy statements, adviser 
training, adviser evaluation, recognition and reward, program goals, and 
program effectiveness. 

A more detailed discussion of advising models and delivery systems is 
provided in Chapter Four. 1 describe the factors that influence the ways in 
which advising services can be organized and the seven different organiza- 
tional models that exist, and I discuss the strengths and weaknesses of 
various advising delivery systems. 

The next two chapters focus on key components of effective advising 
programs. In Chapter Five, Portia K. Weston discusses the importance of 
adviser training, noting that it both enables faculty and staff to develop as 
advisers and enhances communication within the institution, A model 
training program is presented. In Chapter Six, Buddy Ramos reviews 
important factors in designing and implementing an evaluation program, 
describes a specific model, and offers suggestions lor implementation of a 
recognition and reward program. 

In Chapter Seven, Judith L. Sanford-Harris offers general consider- 
ations and strategies for advising the two-year college student. Thomas 
Brown and Mario Rivas follow in Chapter Eight with a discussion on 
advising multicultural students. Growing out of a presentation to the 
Maricopa Community College District in Tempc. Arizona, their chapter 
describes the challenges faced by effective multicultural and pluralistic 
advisers and offers a specific intervention strategy, 

A summary of critical advising times and suggested intervention strat- 
egies is provided by Martha T, Caring in Chapter Nine. In Chapter Ten. 
Karin Petersen Hsiao concludes this volume with an annotated bibliogra- 
phy of selected sources of information related to academic advising in the 
community college setting. 

Special thanks are extended to two Schenectady County Community 
College colleagues for their assistance in the preparation of this volume: 
Thaddeus M. Raushi, who served as editor for the editor, and Jan Orlowski, 
without whom this volume would never have been completed. 

Margaret C. King 
Editor 
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Developmental advising is a process shaped, nurtured, and defined by 
both traditional and newly emerging theory, reflecting psychosocial, 
cognitive, ecological and student-specific orientations. 



Developmental Academic Advising . 

Thaddeus M. Raushi 

The notion of developmental academic advising embraces myriad concepts 
and theories, drawing on disciplines of human development and education. 
Although relatively short in history, its roots are deeply planted in educa- 
tional objectives that focus on wholeness as well as student diversity. And 
this diversity is no more keenly experienced in higher education than in the 
two-year college sector. There* society's multiethnic and multicultural 
heritages, age and gender differences, and socioeconomic and class varia- 
tions arc engaged together in the process of higher learning. It is within this 
complexity of human society and student differences that developmental 
academic advising serves a critical role in helping two-year colleges meet the 
challenges of and demands for quality education in the 1990s, 

Quality advising impacts both on the student and the college commu- 
nity in general. Habley and Crockett (1988, p. 11) have written that 
"students who formulate a sound educational/career plan based on their 
values, interests, and abilities will have an increased chance for academic 
success, satisfaction, and persistence." Greenwood (1984, p. 64) has sug- 
gested that quality advisement "promotes the creation of a caring environ- 
ment, builds a positive public image, enhances students development, 
fosters a better understanding of academic and administrative processes, 
rewards advisors for their work and produces primary and secondary 
benefits to society/' Quality advising fosters student development and at the 
same time enriches the academic community, the adviser, and the society 
at large. Greenwood goes on to note thai "academic advising is probably the 
single most educational activity that all students experience as they move 
through college" (pp. 64-65). Within moM colleges, there already exists 
some form ol advising structure thai can provide a means for teaching out 
to all students. The relevant question thus concerns the nature of the 
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advisement process and the vision and commitment of the institution to a 
comprehensive quality model. 

Developmental advising is an approach that results in quality advise- 
ment. But what is the nature and character of developmental academic 
advising? What generates and nurtures this form of advising? In addressing 
these questions, this chapter provides a framework within which to explore 
implications of developmental advising for student retention, for advise- 
ment deliver)- systems, for strategies in working with the two-year college 
student, and for an intrusive approach to the advising process. 

Developmental Advising Defined 

Developmental advising is rooted in beliefs about human development and 
the systems within which humans interact. The definition of developmental 
advising emerges from an understanding of advising as a process and as an 
orientation, experienced within the context of multiple life and college 
systems. 

Process and Orientation. Developmental advising is. first, a process, 
that is. to use a dictionary definition, "something going on or proceeding." 
As such, this form of advising reflects the idea of movement, of progression. 
It goes beyond signing a form or providing information to enhancing the 
process of student growth. In his "scheme of development" on patterns of 
thought and meaning making in lives of college students. Pern' (1981, 
p. 78) has noted that it is the actual movement or "transition*' between 
stages ihat is developmental, not simply the stage itself. This movement is 
studeni development. 

Perry (1981, p. 97) has also suggested that growth and development 
within this process can be recursive, although "the 'same* issues, laced over 
and over again, may not really be the same," Recognition of this dimension 
in the growth process may be especially meaningful in the advising of older 
college students. Older students often explore issues that were faced earlier 
in their lives but are later addressed within the context of a broader life 
experience and. therefore, arc not really the same issues. 

F : urther. developmental advising is more accurately understood as an 
orientation rather than a method or system. It is essentially the viewing of 
advisement within a theoretical frame of reference that is developmental in 
nature. Human beings act from some set of meanings about whai goes on 
around them: advisers advise from whatever sets of meanings they have 
adopted regarding students, students needs, and the two-year college. 
Developmental advising proceeds from a set of meanings that reflects a 
developmental understanding of people and systems 

Context. To advise from a developmental perspective is to view stu- 
dents at work on life tasks in the context of their whole life settings, 
including their college experience. It is an ecological perspective that 
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recognizes the importance of interactions between the student and the 
campus environment, a type of "campus ecology" (Banning, 1989). Egan 
and Cowan (1979, p. 6) used the Lcwinian concept that "behavior is a 
function of interaction between person and environment" to develop a 
human service/education model for working with people. They proposed 
that "human development is a function of the interaction between people 
(P) and the human systems (S) in which they arc involved, and of the 
interaction of these systems with one another" (p. 6). They went on to 
suggest that "any approach to meeting the developmental needs of people 
must keep individuals and the systems in which they live in focur simulta- 
neously" (p. 13). 

Within the two-year college, there are many internal systems (for 
example, the faculty, student government, the advising system, student 
development, administration, and departments). There arc also external 
systems that interact with the college systems (for example, the business 
community, four-year colleges, accreditation bodies, welfare agencies, 
student's peer group, employment setting, and family). How these various 
systems support, conflict, network, compete, and generally interact with the 
two-year college, with one another, and with the student affects how 
the student develops Adapting Egan and Cowan's ( 1 °-79) terminology to the 
field of academic advising, we might call this ecological perspective a 
"student-in-systems"' view. W ithin this view, the adviser may also be part of 
several systems while at the same time experiencing her or his own devel- 
opmental life tasks and issues. And it is from this sludcnt-in-sysiems 
perspective that the interaction between advisee, adviser, and various 
systems emerges as the context in which developmental advising is both 
formed and conducted. 

Definition. The nature of developmental advising reflects the character- 
istics and nature of human development in general. Miller and McCaffrey 
(1982, p. 21) identified four basic principles common to human develop- 
ment: Human development is continuous in nature, human development is 
cumulative in nature, human development follows a simplc-to-complcx 
continuum, human development tends to be orderly and stage -related. 

These principles inform the advising process with respect to the 
progressive nature of the student's development as a total person and the 
potential impact and value of life experiences on this process. Develop- 
mental advising focuses on the whole person and works with the student 
at that person's own life stage of development. Under, Winston, and Miller 
( 1982. pp. 7-8) identified characteristics of developmental advising that 
embrace these principles and define the developmental orientation of this 
process: 

"Developmental advising is a process. ... [It is] continuous and estab- 
lished on the basis of the advisor-advisee relationship/' 
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'Developmental advising is concerned with human growth. . . . [The 

growth is] cognitive, affective, career, physical, and moral." 
Developmental advising is goal related and its goals are central to its 
purpose . . . collaboratively established they are owned by the 
advisee." 

"Developmental advising requires establishment of a caring human relation- 
ship.** 

" Advisors serve as adult role models and mentors. . . Vhc advisor reflects 
for the student both the image of a faeulty'staff member and the 
philosophy ot the institution." 

"Developmental advising is the cornerstone of collaboration between aca- 
demic and student affairs." 

"Developmental advising utilizes all campus and community resources. . . . 
Advisors serve as the hub of students* learning experiences." 

Developmental advising is both goal-centered and student-owncrship- 
based. Goal-centered advising engages the student in the tasks ol identifying 
ami setting goals as well as in taking action toward those goals. This goal- 
centered dimension encompasses the three tasks of (1) exploring, (2) 
deciding, and (3> step taking. Through the process of accomplishing these 
tasks, students are empowered to take rightful ownership of both the 
process and the outcome. In researching what students want from advising, 
Winston and Sandor (i^84 % p. 12) found that "woven throughout is the 
underlying theme that students wish to be considered partners in the 
adxismg process, not the recipients of advice." 

Developmental advising is also a collaborative endeavor of academic 
and student affairs. Though these divisions often function independently, a 
developmental advising process draws jointly on these education areas and 
professionals in addressing student development needs. Endcr. Winston, 
and Miller ( 1 L )82. p. 4) "take strong exception to the dualistic approach to 
educating the whole person and believe that the integration of personality 
and intellectual development is an essential and viable goal of higher 
education. " and they call for the integration of academic and student affairs 
in the process. 

Finder. Winston, and Millers use of the term adult in relation to role 
model and mentor might better be understood in the two-year college 
context in terms of " professional educator." Within a student population 
where the advisee is often older than the adviser, the maturity suggested by 
the term adult concerns the judgment and support that most students seek 
from a professional educator. Winston and Sandor ( 1 Q84 x p. 1 2) have noted 
that "advisors are seen primarily as persons who teach and support students, 
but allow them maximum f reedom of behavior and decision-making." This 
is the role of a mature educator, no matter his or her age status. 

Among i!v rp uu (.'cfinitions of developmental advising, Crockett and 
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Hablcy (1987, p. 9) have provided a comprehensive, working characteriza- 
tion of the process, adaptable to various settings of higher education: 
"Academic advising is a developmental process which assists students in the 
clarification of their life/career goals and in the development of educational 
plans for the realization of these goals. It is a decision-making process by 
which students realize their maximum educational potential through com- 
munication and information exchanges with an advisor; it is ongoing, 
multifaceted. and the responsibility of both student and advisor. The advisor 
serves as a facilitator of communication, a coordinator of learning experi- 
ences through course and career planning and academic progress review, 
and an agent of referral to other campus agencies as necessary." This 
definition incorporates the various elements of human development, sys- 
tems, and the interaction of pcoplc-in-systcms. It serves to define the 
developmental orientation of advising, as discussed in this chapter as well 
as in the other chapters of this book. 

Developmental Theories and Their Implications 

Theory and practice are inseparable; practice is rooted in theory and theory 
informs practice. Although some take the value of theory lightly, everyone 
uses theory. Anyone who gives an opinion or makes a decision theorizes 
about the information at hand. Rcid and Smith (1989 p. 46) have observed 
that "theory is a system of concepts and hypotheses that attempt to define, 
explain, and predict phenomena." The very nature of this definition sug- 
gests, for the academic adviser, that theory can provide an understanding of 
the student and of systems and offer direction in making decisions about the 
nature of service. For example, knowledge about developmental needs of a 
forty-year-old displaced homcmaker may suggest approaches to course 
decision making or career planning that differ from those most effective with 
a recent high school graduate living at home with full parental support. 
Theory can "enable the practitioner to comprehend and describe aspects of 
reality that otherwise might be difficult to order or that might escape 
attention altogether" as we 1 has "provide the "whys of problems and behavior 
and the rationale for intervention" (Reid and Smith, 1989, pp. 46). Devel- 
opmental advising has found its basis and nurturance in a multitude of 
theories of human and student development (Under, Winston, and Miller. 
1982: Miller and McCaffrey, 1982; Thomas and Chickcring, 1984). Stage 
(1991, pp. 57-58) has proposed that from this broad array of theories 
there emerge three elements of commonality useful to the educator in 
applying theory to practice: (1) Focus on the individual: "The major stu- 
dent development theories are psychologically based. As such, the focus 
is on individual change during the college years." (2) Dcpcndcncc- 
independencc-autonomy continuum; "Many student development theories 
focus on students' attempts to achieve a balance between dependence and 
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autonomy." (3) Challenge and support: "Many student development theo- 
rists and researchers agree on the importance of challenge to the student 
accompanied by support within the environment/' These common themes, 
prevalent throughout most of the theories and typologies, shape the adviser s 
developmental undcistanding of students and student growth. 

Theories related to the development of students have been organized 
and clustered in various ways. One approach is presented by Upcraft (1989) 
in relation to first-year college students. Upcraft s framework of theories 
commonly applied to student development is organized in terms of tradi- 
tional students, nontraditional students, and college students in general. 
Reframing and expanding on his work, I suggest that college academic 
advisers might best view development theories in terms of two categories: 
basic versus focused, Basic theories address psychosocial, cognitive-behav- 
ioral, and ecological (person-environment interaction) factors. Focused 
theories, of more recent emergence, address specific populations, such as 
adult students and women. This brief synopsis of select theories provides 
only a cursory exposure to the broad theory base of developmental advising; 
the chapters source citations constitute a point of departure for more 
intensive investigation of individual theories. 

Basic Theories. The classification of basic theories includes those 
theories that foster an understanding of college students from a broad 
human development perspective. 

Psychosocial The psychoanalytic theory of Freud has a developmental 
emphasis that focuses attention on internal human processes as the key influ- 
ences in personality and behavior. Erikson ( 1963) expanded this developmental 
thinking by recognizing the importance of the person s conscious self in relation 
to behavior and sense of personal identity. His eight ages, or psychosocial stages, 
introduced the concept of continuous dev elopment over the life span. While 
Stage 5 (identity versus role confusion) is most often associated with college 
students. Stages 6-8 (intimacy versus isolation, gencrativity versus stagnation, 
and ego integrity versus despair) merit attention, especially as the number of 
older students increases in the college population. 

San ford ( 1967) envisioned the psychosocial development of students as 
an ongoing process of both integration and differentiation. Student growth 
is realized as this process unfolds through the student's intei action with the 
college environment. Sanford suggested that "a person develops through 
being challenged: for change to occur, there must be internal or external 
stimuli which upset his existing equilibrium, which cause instability that 
existing modes of adaptation do not suffice to correct, and which thus 
require the person to make new responses and so to expand his personality" 
(1967. p. 51 ). As an integral part of the student s college environment, the 
adviser can play a significant role by encouraging those experiences and 
interactions that stimulate the student "to make n w responses" (p. 51) and 
thereby grow. 
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A widely recognized framework for understanding student change from 
a psychosocial development perspective has been formulated by Chickering 
(1969), who conceived of seven distinct areas, or vectors, of development. 
These vectors describe various dimensions of student growth: (1) achieving 
competence: development of intellectual, physical, manual, social, and 
interpersonal skills; (2) managing emotions: awareness of emotions and 
appropriate and effective means of expression; (3) becoming autonomous: 
recognition and acceptance of interdependence as an aspect of becoming 
emotionally and instrumcntally independent; (4) establishing identity: de- 
velopment of a sense of self, sense of physical being, and sexual identity; (5) 
freeing interpersonal relationships: development of a responsive tolerance 
of others, quality in intimate relationships, and capacity for increased trust, 
independence, and individuality; (6) clarifying purposes: development of 
life purposes inclusive of avocational and vocational dreams and plans as 
well as a general life-style; (7) developing integrity: clarification of a set of 
beliefs that are consistent with the inner person and that serve to guide the 
individual's behavior (1969, pp. 8-19). 

Each vector can be translated into concrete areas of student growth, 
including specifically defined behaviors. Approaches, programs, or activi- 
ties may be designed to foster development of these behaviors. Measurable 
student outcomes can then be formulated, an issue of increasing importance 
within higher education. The adviser may use the seven-vectors theory in 
conjunction with focused theories, which address specific student popula- 
tions, as a viable tool for helping define and nurture developmental advising 
tasks. 

Cognitive-Developmental. Ego. moral, and cognitive-ethical develop- 
ment are human dimensions that have direct relevance to the advising 
process. Loevinger ( 1976) identified a set of self-defining sequential stages 
through which the individual moves in the development of ego: presocial, 
symbiotic, impulsive, self-protective, conformist, conscientious-conformist 
(a stage of transition), conscientious, individualistic, autonomous, and 
integrated. The stages are not rigid and reflect characteristics true of 
everyone to varying degrees: "What changes during the course of ego 
development is a complex interwoven fabric of impulse control, character, 
interpersonal relations, conscious preoccupations, and cognitive complex- 
ity, among other things" (Loevinger. 1976, p. 26). 

Kohlbergs (1984) cognitive-developmental theory of moralization iden- 
tifies six distinct stages, within three developmental levels, through which 
moral judgment progresses. Kohlberg suggested that from a "social perspec- 
tive" these stages entail a move from an egocentric view of self and others 
to "the perspective of an individual who has made the moral commitments 
or holds the standards on which a good or just society must he based" ( 1 984, 
p. 178). 

Roth Loevinger and Kohlberg presented theories that are rich in value 
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in terms of an understanding of a person s ego and moral judgment devel- 
opment during his or her college experience. Readiness to explore, under- 
stand, and draw from academic and social learning may depend on where 
the student is at in ego and moral judgment development. The adviser can 
play a significant role in enhancing the student's development by encourag- 
ing new experiences, working with career planning and other areas ot 
decision making, and actively supporting a college environment that is 
conducive to student growth. 

The scheme of cognitive and ethical development presented by Perry 
(1981) has been widely adapted as a model of student development. The 
theory incorporates positions of cognitive development and transitional 
phases across the positions. In mapping this detailed scheme, Perry sug- 
gested four broad categories for making meaning of the positions: (1) 
dualism: "division of meaning into two realms — Good versus Bad, Right 
versus W rong. Wc versus They, All that is not Success is Failure, and the 
like"; (2) multiplicity: "diversity of opinion and values is recognized as 
Icgiiimatc in areas where right answers arc not yet known"; (3) relativism: 
"diversity of opinion, values, and judgment derived from coherent sources, 
evidence, logic, systems, and patterns allowing for analysis and compari- 
son"; (4) commitment: "an affirmation, choice or decision . . . made in the 
awareness of Relativism"' (1981, pp. 79-80). Pern* also identified three 
ways of understanding how some students may redirect their movement 
through the positions: (I) temporizing: "postponement of movement for a 
vear or more": (2) escape: "alienation, abandonment of responsibility. 
Exploitation of Multiplicity and Relativism for avoidance of Commitment"; 
(3) retreat: "avoidance of complexity and ambivalence by regression to 
Dualism colored by hatred of otherness" (p. 80). 

For the academic adviser, awareness of a student s location in this 
cognitive and ethical development scheme can aid in understanding the 
student's reactions and responses to college and other experiences. The 
scheme may further suggest steps to be taken in various facets of the 
student s educational planning. A student in the simplistic dualism phase, 
for example, will be much more resistant to understanding cultural plural- 
ism and the value of intercultural programs than will the student who is in 
the relativism phase of development. One's approach to encouraging stu- 
dents' exposure to such programs as part of their learning experience may, 
therefore, take on different forms for different students. 

Drawing both on psychosocial and cognitive-developmental theories. 
Miller and McCaffre\ (1982) introduced a framework around which an 
effective developmental academic advising piogram might be modeled. 
Called "Spice of Developmental Life," this "thematic framework of advising 
establishes that the self, the p. ysical. the interpersonal, the career, and the 
educational arc all essential aspects of human development and must 
therefore be considered as important to any developmental advising pro- 
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gram" (1982, p. 25). Miller and McCaffrey have provided a prime example 
of how multiple theories can be integrated to create a comprehensive basis 
for establishing and conducting an advising program with a developmental 
orientation. 

Person-Environment Interaction, As discussed earlier, the context in 
which developmental advising happens has impact on the content and 
quality of the advising. Egan and Cowan's (1979) formulation of human 
development as a function of the interaction between the individual and sys- 
tems provides a theoretical base for understanding the important role of 
systems within the college environment in either empowering or retarding 
students growth. Theories such as Moos's (1976) social-ecological ap- 
proach to demonstrating the impact of milieus and Holland's (1985) typol- 
ogy of personalities hs related to occupational environments underscore the 
importance of the relationship between the setting and student growth. 
Holland's work further aids advisers as they guide students in their career 
decision making. Using the six personality types (realistic, investigative, 
artistic, social, enterprising, and conventional), advisers can help students 
discover meaningful "fits" between themselves and career pathways. 

Bronfcnbrcnncr ( 1979, p. 27) has stated that "development never takes 
place in a vacuum; it is always embedded and expressed through behavior 
in a particular environmental context." This "ecological environment is 
conceived as a set of nested structures, each inside the next" (p. 3), 
structures called the micro-, mcso-, exo-, and macrosystems. Envisioned as 
a set of concentric circles, within the college context, the innermost core is 
the individual student; the outer circles might progressively include the 
activitiesand interpersonal relations within the setting the specific college 
(for example, learner, adviser-student relationship, club member) as the 
microsystem; the interrelationships of the settings of which the student is a 
part (for example, college, family, work, community and social life) as the 
mcsosystem; external systems in which the student is not an active partici- 
pant but that affect the student's setting and experience (for example, the 
colleges funding source, parent's workplace, spouse's job, child's school) as 
the exosystem: and the beliefs, cultures, and ideologies that affect the nature 
and content of the settings or inner circles (for example, society's value of 
a college education, belief in equal rights) as the macrosystcm. 

The student's development as a whole person is a function of the 
interaction of this complex set of systems. As a student's role changes upon 
entering the college or while in the college or upon departing, the transition 
is a point of tension and stress (Banning, 1989). These transitions, though, 
hold the potential for student learning and growth. While no academic 
adviser can begin to unfold this complexity of interactions, an understand- 
ing of this framework can provide insight into the student, the student's life 
situation, and the implications for adviser or student actions in advancing 
student learning and development. 
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Focused Theories. In addition to basic theories, developmental advis- 
ing also draws on theories focused on specific populations. 

Adult Learners. One population common to the two-year college sector 
is composed of individuals older than traditional collcgc-agc students. 
While basic thcon ?s have application to adult students, special attention has 
been given to understanding the unique character of the adult learner in 
higher education (K. Cross, 1981; Knowles, 1984; Knox, 1977). Knowles 
(1984) has presented an androgynous orientation to understanding the 
adult learner and his or her process of learning. This orientation is a 
reflection of the following assumptions about adult learners, assumptions 
that can be useful to the developmental academic adviser in the two-year 
college setting: (H Need to know: "Adults need to know why they need to 
learn something before undertaking to learn it." (2) Learners self-concept: 
"Adults have a self-concept of being responsible for their own decisions, for 
their own lives." (3) Role of the learners' experience: "Adults come into an 
educational activity with both a greater volume and a different quality of 
experience from youths." (4) Readiness to learn: "Adults become ready to 
learn those things they need to know and he able to do in order to cope 
effectively w' • their real-life situations." (5) Orientation to learning: "In 
contrast to children's and youths subject-centered orientation to learning 
(at least in school), adults arc life-centered (or task-centered or problem- 
centered) in their orientation to learning." (6) Motivation: "While adults are 
responsive to some external motivators (better jobs, promotions, higher 
salaries, and the like), the most potent motivatorsarc internal pressures (the 
desire for increased job satisfaction, self-esteem, quality of life, and the like)" 
(Knowles, 1984, pp. 55-61). 

Three adult transition d periods are identified by Lc Vinson ( 1 978) in his 
study of adult men: early adult transition (seventeen to twenty-two years): 
midlife transition (forty to forty-five): and late adult transition (sixty to 
sixty-five). Although ages arc specified, they may vary; most important is the 
recognition that these transitional periods exist between the more stable 
periods of adolescence and early adulthood, early and middle life, and 
middle and late life, respectively. This awareness may guide advisers in their 
understanding of the developmental tasks in which older students might be 
engaged while pursuing a college education. 

UTmit-n. F.arlier theories of development and identity formation have 
been commonly applied to all persons, though many theories were formu- 
lated from the study of males (for example. Perry studied a group of male 
Harvard students; Kohlberg, a group of boys: and Lcvinson. forty adult 
males). More recently, theories or models have been based on the study of 
women (Gilligan, 1982; Belenky, Clinchy, Goldbcrgcr, and Tarulc, 1986) 
and have provided new insights into both women's development in particu- 
lar and human development in general. The earlier, more traditional theo- 
ries identified healthy development and identity with "autonomy and 
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separation/' The more recent models identify the value and role of connect- 
edness and relationships (Enns, 1991), two concepts that have been viewed 
as weaknesses in the more traditional theories Gilligan (1982, p. 18) has 
observed that "the very traits that traditionally have defined the 'goodness' 
of women, their care for and sensitivity to the needs of others, are those that 
mark them as deficient in moral development." From Gilligan s perspective, 
connectedness and relationship are "themes" (as opposed to gender-specific 
traits) that one uses in defining the self, jus; as arc autonomy and separation. 
These themes provide different routes in the process of development, but 
each contributes to the growth of the whole person; "these disparate visions 
in their tension reflect the paradoxical truths of human experience — that we 
know ourselves as separate only insofar as wc live in connection with others, 
and that we experience relationship only insofar as we differentiate other 
from sell" (1982, p. 63). 

Through in-depth interviews with women. Bclcnky. Clinchy. Gold- 
berger. and Tarulc (1986, p. 3) examined "women's ways of knowing 
and describe five different perspectives from which women view reality and 
draw conclusions about truth, knowledge, and authority'": (1) silence: 
absence of an outer vantage point from which to sec one's whole self and ab- 
sence of a belief in one s capability to learn; (2) received knowledge: taking 
in knowledge of others (equating the voice of authority to truth) with little 
belief in one's own ability to speak with a voice; (3) subjective knowledge: 
developing a private and subjective view of truth, coming from within the 
self, and a foundation of knowledge from which one can explore the 
surrounding world; (4) procedural knowledge: developing procedures and 
skills for communicating with a voice of reason from cither a separate 
knowing perspective or a connected knowing perspective (separate or 
connected as defined in terms of the relationship between the knower and 
the object of knowing); and (5) constructed knowledge: integrating knowl- 
edge that is realized intuitively and that has been learned from others, 
subjective knowing, and objective knowing. 

The concluding lessons learned by Bclcnky, Clinchy. Goldbcrgcr, and 
Tarulc (1986. p. 229) from their extensive study of women have direct 
relevance to higher education: "Educators can help women devci ^p their 
own authentic voices if they emphasize connection over separation, under- 
standing and acceptance over assessment, and collaboration over debate; if 
they accord respect to and allow time for the knowledge that emerges from 
firsthand experience; if instead of imposing their own expectation and 
arbitrary requirements, they encourage students to evolve their own pat- 
terns of work based on the problems they arc pursuing." Developmental 
advisers can draw on this theoretical framework as ihey establish relation- 
ships with students, assist with career and education planning, provide 
encouragement and challenge, and work toward influencing change in the 
college systems. 
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People of Color. Student development in a predominantly white educa- 
tion institution is shaped essentially by Euro-American values (McEwen, 
Roper, Bryant, and Langa. 1990). Two-year colleges basically share this 
same value system with other sectors of higher education, though they arc 
often found on the forefront of addressing educational needs of people of 
color. Wright (1987, p. 10) has contended that "little attention has been 
given to 'culture-specific' aspects of development/' a major weakness when 
applying theory to nondominant student populations. 'To understand 
minoPty students development thoroughly requires an examination of 
social environmental factors, such as economics (especially poverty), ethnic 
or cultural background, and racial and gender bias and their interactive 
effects on American society and on minority college student's growth" 
(p. 11). Advisers who serve people of color need to be sensitive to these 
areas when addressing student needs and working with students in decision 
making and other tasks Advisers may also enhance their effectiveness 
through continued growth in their own multicultural awareness. 

In designing a developmental orientation sensitive to working with 
people of color, McEwen, Roper. Bryant, and Langa ( 1990, p. 430) provided 
one example of areas to be considered. They delineated nine factors related 
to developmental tasks for African Americans, which call for understanding 
from a culture-specific perspective: developing ethnic and racial identity, 
interacting with the dominant culture, developing cultural aesthetics and 
awareness, developing identity, developing interdependence, fulfilling af- 
filiation needs, surviving intellectually, developing spiritually, and develop- 
ing social responsibility. Although designed specifically for African American 
students, these factors merit cross-cultural consideration. In addition, it is 
important to note that, as with most groupings of people, there is heteroge- 
neity among individuals; "because of the diversity in the Black community, 
there is no such thing as a 'typical Black person* " (McEwen. Roper, Bryant, 
and Langa. 1990. p. 434). ' 

An understanding of the process of development of racial identity can 
further add to an advisers work with people of color, W, Cross (1978, 
pp. 1(^-18) has delineated stages through which a person develops in the 
process of acquiring a racial identity: (1) prcencountcr stage: holding on 
to die old identity or frame of reference to be changed; (2) encounter stage: 
separating from an old world view and receptive to a new identity; (3) 
immersion-emersion stage: excited about and struggling to clarify the new 
identity, with some possible militantism; (4) internalization stage: moving 
toward a plura^stic perspective; and (5) intcrnalization-commitmcnt stage: 
internalized new identity and actively involved in working toward resolu- 
tions U$ the ' new group" problems. Advisers benefit both from multicultural 
perspectives on developmental issues as well as from recognition of the 
existence of stages in identity development related to race, culture, or both. 
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The application of a stage model can help advisers better understand 
behaviors as well as support and empower students in their identity 
development. 

Lesbians and Gay Men, The development of an identity as a lesbian or as 
a gay man takes on dimensions not addressed adequately by traditional 
theories of development. Casss (1979) model of homosexual identity 
formation draws on the individuals perception of her or his own behaviors 
and the consequences of these behaviors. The model suggests six stages 
through which a person moves in arriving at an integration of sexual 
orientation and self-concept: (1) identity confusion: recognizes that her or 
his behavior can be identified as homosexual; (2) identity comparison: 
awarcof differences in perceptions between self and othersand the resulting 
alienation; (3) identity tolerance: tolerates but docs not accept homosexual 
identity, though seeks out other lesbians or gay men to deal with feelings of 
alienation; (4) identity acceptance: accepts homosexualit) as a way of life, 
interacting both with lesbians and gay men and with the hetcrosexually 
oriented institutions; (5) identity pride: revalues homosexual others more 
positively, acquires a strong sense of pride, and may move to activism in the 
systems; and (6) identity synthesis: no longer a *wc-thcy M relationship with 
heterosexuals; maximum congruence between the personal and public self 
(1979, pp. 219-235). 

Troidcn (1989, pp. 50-68) has drawn on sociological perspectives in 
presenting another theoretical framework for understanding the stages 
through which a person moves in developing an identity as a lesbian or gay 
man: ( 1 ) sensitization: homosexuality is not personally relevant; (2) identity 
confusion: inner turmoil regarding sexual identity; may deny, attempt to 
repair, or avoid dealing with his or her identity; (3) identity assumption: 
becomes a self-identity and an identity presented to other lesbians and gay 
men; and (4) commitment: adopts homosexuality as a way of life within own 
self and publicly. Incorporated with traditional theories of development, 
this model and Casss (1979) model provide the adviser with insights into 
the process of developing a lesbian or gay identity while simultaneously 
experiencing other dimensions of human growth . This process may hold not 
only for the younger, traditional age student but also for the older student 
who, later in life, is welcoming the support for openly expressing her or his 
sexual preference and identity. 

Conclusion 

Developmental advising is a comprehensive, collaborative, and empowering 
process toward maximization of the student's educational potential. It is 
developmental in that students are viewed from a set of meanings that entail 
a developmental understanding of people and systems. The theory that 
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enlightens, shapes, anc; nurtures developmental advising reflects psycho- 
social, cognitive-behavioral, environmental, and popula* -on-specific orien- 
tations. 

implications of theory for developmental advising within two-year 
colleges are the central topic of this chapter. Applications and challenges for 
advancing and implementing ute quality advising process arc the topics of 
the remaining chapters in this volume. 

References 

Banning. J. H. "Impact ol College Environments on Freshman Student*..' In M. L. I'pcrnft, 
J. N. Gardner, and Associates. The Fioshnidii Yeai F.xpenenee: Helping Students Sunivcand 
Minced in l.o/lrge. San Francisco. Jossc\-Bass. IftW. 

Bclenk\. M. I".. Clinchy. B. M.. Goldbcrgcr. N. R.. and Tarulc. J. M. Women's Ways of 
Knowing The De\elopment <>/ Self. Vo'ue. an I Mind. Ne>v \ork\ Basic Books. 108o. 

Bronlenbrenner. I . I he /no/ogv of Human De\elopmt nt. Experiments by Satuie and Design. 
Cambridge. Mass.: Harvard l'nivcrsit\ Press. 1070 

Cass. V. C . "Homosexual Identitx Formation: A Theoretic ill Model. " Journal ol Homosexuality. 
1070. 4 (3V 210-235. 

C tuckering. A. W . lidmaiion and Mennt\ san Francisco- jossey-Bass. tOoO. 

Ciockett. D. S.. and Hahley. W. R. Ac luh mu Ad\\\m^Conlerente Outline and Sotes. Iowa City. 
Iowa: Amcnean College Testing. 1087. 

Cross. K. F. Adidis as Fedincrs: Inei easing Paituipation and Paiilitating Fanning. San Fran- 
cisco. Josscn - Bass. 1 081 . 

C ross. \V. F.. Jr. " I he Thomas and C ross Model ■ ol Psyehologieal Nigrescence: A Literature 
Review ."JoiimuiI o( Blaeh Ps\iholog\. 1078. 5 ( 1 V 13-31. 

F.gan. C. and Cowan, M People in M stems- A Model foi De\ elopment in the Human Sei\iie 
Pi of visions and Fduuiuoii. Montere>. Calif: Brooks/Cole. 1070. 

hinder. S. C. Winston. R. B.. jr.. and Miller. T. K. "Academic Advising as Student Develop- 
ment." In R. R Winston. Jr ,s c_ . Fnder. and T. K. Miller ted*;.). Developmental Appi oat hes 
to AeademU AdwMiig. New Directions for Student Services, no. 17. San Francisco: Jossey- 
Bass. 1082. 

F.nns. C. Z. '" The New' Relationship Models ol Women's Identity: A Review and Critique for 

Counselors. "Journal oj Counseling and DeM-lo/wieni. 1001. (»0 (3V 200-217. 
F.nkson. F. H Childhood and Society . (2nd ed.) New York: Norton. 10o3. 
Gtlligan. C. In a Difjeient Voue: Psyiholo&nal Theon and Women s Dewlopmem. Cambridge. 

Mass.: Harvard University Press." 1082. 
Greenwood. J D. "Academic Advising and Institutional Coals: A President's Perspective." In 

R. B. Winston. Jr.. and others. De\elopn\entid Aiademit Adw.stug; Addicssiug Students' 

l.diuatiomil, Cuieci. ami fVisomil Seeds. San Francisco: |osscy»Bass». 1084. 
Hahiey. W R.. and C roikett. D. S. "1 he 1 bird ACT National Survey of Academic Advising." 

In W. R. Hahley leu.). I he Status and I mute of AiadanU Adusmg: Piohlenw and Pi omise. 

Iowa Cits. Iowa: American College Testing. 1088. 
Holland. J. Making Vouiftonol Chokes: A Theon of Votational l\ i st malities and Woil: i miion- 

ments. (2nd ed.) Fnglewood Cliffs. N.j.: Prentice Hall. 1085. 
Know :cs. M. S 7 he Adult Leainei. A Segh\ted Spenes. i 3rd ed.) Houston: Gulf. 1084. 
Knox .A. B. Adult De\ elopment and I. earning A / landhooh on lndi\ ulual Cnow th and ( iom/ieieiu e 

in the Adult Yeais c an Fnunisio" Jossey-Bass. 1077 
Kohlberg, F. llu Ps\< }\olog\ ol Moid! (Vwlopmcin The \dfuicdnd Vdhdu\ of Moid/ Sfdges. San 

Francisco. Harper <S? Row. 1084 



DlVLLOPM EN TA! . ACADFMIC ADVISING 



Levinson. D. J The Seasons of a Mans Life. New York: Ballaminc Books. 1978. 

Locvingcr. J. Ego Development: Coueptions and Theories. San Francisco: Josscy-Bass. 1976. 

McEwcn. M. K.. Roper. L. D.. Bryant, D. R.. and Langa. M. J. incorporating the Develop- 
ment of African -American Students into Psychosocial Theories of Student Development." 
Journal of College Student Development . 1990. 31 (5). 429-436. 

Miller, T. K..and McCaffrey. S. S. Student Development Theory. Foundations for Academic 
Advising." In R. B. Winston. Jr.. S. C. Hndcr. and T. K. Miller (cds.). Developmental 
Appi oaehes la Aiademie Advising. New Directions for Student Services, no. 17. San Francisco: 
Jossc>-Bass, 1982. 

Moos. R. H. flic Human Context- Environmental Determinants of Behavior New York- W'ilcv 
1476. 

Pern.', W. C. Jr. CognitiN c and Iiihical Grow ih: The Making of Meaning.' In A. W. Chickering 
and Associates. The Modem American College- Responding to the Sew Realities of Diveise 
Student* and a Changing Soi \el\ . San Francisco: Josses -Bass. 1981 . 

Reid. \V. j.. and c mith. A. D. Reseaith in Social Work. (2nd cd.) New York, Columbia 
University Press. 1989. 

Sanlord. N. Ulu re Colleges Tail: A Study of the Student as a Pet son. San Francisco: Jossev-Bass, 
!4o7. 

Mage. F. K. "Common Flcmc.iKof Theory. A Framework tor College Student rV\ei;>pmcrU." 

Journal o) College Student De\elopment. 1991, .32 (1). 56-61. 
Thomas. R. I:.. td Chickering. A. W . "Foundations lor Academic Advising." In R 

Winsion Jr., niici others. De\ elopmental At ademie Ad\ ising. Addi essmg Students F.diu aiwnal 

Cat (Vi. and Peisonal \eeds San Francisco: Jossey-Bass. 1984. 
1 roiden, R. R. ■ 1 he I'uimation ol Homosexual Identities.*' Journal of llomosexualil\ 1989 / 7 

(1-21.43-7). ' % 
I'por.ilt.M. I.. ■I'ndeisiandingSiudeni Development: Insights from Thcon." In M. I . Uperait. 

J. N Gardner. .mhI Associates. The freshman \eai T.xperieme- Helping Students Sun he and 

Sim eed in College San Francisco Josscy-Bass. 1984. 
Winston, R B.. Jr.. and Candor. J. A. 'Dcvelopmcmai Academic Advising: W hat Do Students 

\Vant ? " \(i/h')iHff Aiademii Ad\ising Assoiiation JouinaL 1984. 4 (1). 5-13. 
W right. D. I. -Mtnorit} Students: Developmental Beginnings." In D. J. Wright (cd.). Respond- 
ing to the Seeds nf Today's Miiionn Students. \*ew Dirc( lions lor Student Services, no 38. San 

Francisco- lovsey-Bass. 1487 



Tuaddti s M. R.\t silt is a t imnschrt at Sc henectady County Community College, 
Sthvncctady. New York. 



As the only structured service on campus that guarantees students some 
hind of interaction w ith a concerned representative of the institution, 
academic advising is critical for student retention and successful 
transfer. 



Academic Advising, Retention, 
and Transfer 

Margaret C. King 



Students conic to two-year colleges with a variety of goals — to take a few 
classes for personal enrichment or specific job training, to earn a one-year 
certificate, to earn a two-year degree in preparation for employment, or for 
continued education in a four-year college or university. Those of us 
working in two-year colleges have a responsibility to help students achieve 
those goals. 

Students also come with a wide variety of backgrounds. Many are first- 
generation college students with little or no understanding of how colleges 
operate. Others arc undecided about their education and career plans. Many 
are undcrprepared, needing remedial assistance in reading, writing, and 
mathematics before they can successfully tackle college-level courses. And 
there are sizable numbers of students from underrepresentcd populations. 
As Boycr (1988, p. 9) has noted, "Members of minorities who complete high 
school arc more likely than white students to attend community colleges. 
These colleges enroll 55 percent of Native American college students, 43 
percent ol all black students, and 42 percent of all Asian students who attend 
institutions of higher education in America/' Further, many community 
college students arc returning adults, and almost all arc commuters. 

First-generation college students, racial minorities, students needing 
remediation, and commuting students each possess characteristics that have 
been linked to higher college attrition. Consequently, two-year colleges 
need strong support services to help students remain in the institutions and 
achieve their goals. Academic advising is perhaps the most critical of those 
services. 

Academic advising is the only structured service on our campuses that 
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guarantees students some kind of interaction with concerned representa- 
tives of the institutions. Advising can therefore be viewed as the hub of the 
student services wheel, providing the linkages with other support services 
such as career planning, counseling, financial aid, and tutoring. Advisers 
play a key role in helping students become integrated within the academic 
and social systems on campus, which in turn contributes to student growth, 
satisfaction, and persistence. Advisers also play a key role in providing the 
support, encouragement, and assistance needed for students to continue 
their education at four-year colleges or universities. 

Advising and Retention 

Student retention is a critical concern on two-year college campuses, and 
with good reason. Tinto (1987, pp. 17-19) has cited a number of pertinent 
statistics: (1 ) only 29.5 percent of the entering cohort in two-year colleges 
will persist over a two-year period in the institutions in which they first 
register; (2) over an extended period, 27 percent will complete the program 
in the institutions in which they first enrolled; and (3) only about 46 percent 
of all two-year college entrants will eventually obtain either a two- or four- 
year degree. He has also pointed out that the rate of student departures from 
the higher education system is highest during the first year of college (p. 2 1 ) 
and is particularly high during the first six weeks cf the students first 
semester (p. 49). 

While early research on retention identified particular student charac- 
teristics that related to attrition, such as high school grades and socioeco- 
nomic background, more recent research has focused on models of student 
persistence and on measures of student growth, satisfaction, and persistence 
within those models. Tinto (1987) has developed perhaps the best known 
and most tested model. 

Retention: Academic and Social Integration 

Tinto's (1987) model is based on the work of Dutch anthropologist Arnold 
Van Gcnncp and of French sociologist Emilc Durkheim (see Figure 2.1). 
Van Gcnncp (1960) studied the movement of individuals within society 
from youth to adulthood. FIc identified three stages of transition through 
which youth pass as they move to adult membership within a given society: 
(1) separation from past associations; (2) transition, as the person begins to 
interact in new ways with the new group; and (3) incorporation, as the 
individual becomes an established member of that group. Tinto has applied 
these stages to college students, noting that they arc typical of the transitions 
that students make when they enter college and move toward membership 
within their new community. A student may depart the institution when he 
or she has difficulty negotiating those stages. 
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Durkheim studied suicide and theorized that cy *<i form of suicide occurs 
when individuals are unable to become integrated into and to establish 
membership within their society. That membership occurs through the 
process of social and intellectual integration. When this membership is not 
established individuals in extreme cases withdraw from that society by 
committing .uicide. Tinto applied that theory to higher education. He views 
colleges and universities as small societies, made up of distinct academic and 
social components. For students to establish membership within that soci- 
ety, they need to become integrated into the social and academic systems 
that exist on campus. As Tinto (1987, pp. 105-106) has explained, 

The academic system concerns itself almost entirely with the academic 
affairs of the college, that is. with the formal education of students. Us 
activities center about the classrooms and laboratories of the institution 
and involve various faculty and staff whose primary responsibility is to 
attend to the training of students, . . . The social system of the college 
centers about the daily life and personal needs of the various members of 
the institution. It is made up of those recurring sets of interactions among 
students, faculty and staff which take place largely outside the academic 
domain of the college. For students, at least, it goes on in large measure 
outside the formal confines of '.he classroom in the dormitories and 
hallways of the college. Its activities center on the social as well as 
intellectual needs of its members. 



Failure to establish membership can result in student withdrawal from the 
institution, analogous to the withdrawal from society in DurkheinVs view of 
suicide. 

Tinto s model posits that individuals enter institutions of higher educa- 
tion with varying background attributes and experiences, factors over which 
institutions have no control. These contribute to the students intentions, 
goals, and commitments to the institutions that they arc attending. For 
example, because of their backgrounds, some students enter college with 
very clear education and career goals and with very strong commitments to 
earning their degrees. Others, especially community college students, enter 
college with less well established goals and commitments. Once a student 
enters an institution, subsequent experiences occur within the academic 
and social systems of the institution that involve interaction with faculty, 
staff, and students. If that interaction is positive and the student becomes 
integrated into those systems, then the students goals and institutional 
commitment will be strengthened and he or she will be likely to persist at 
that institution. If the experiences are negative and the student fails to 
become integrated within the institution, the student will be more likely to 
withdraw. 
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Pascarella and Terenzini (1980) operationalized the Tinto model, deter- 
mining that it had predictive validity for institutions of higher education. 
They measured academic and social integration through the development 
of five scales: (1) students' peer group interactions (for example, u The 
student friendships I have developed at this university have been personally 
satisfying"); (2) students informal interactions with faculty (for example, 
"My nonclassroom interactions with faculty and staff have had a positive 
influence on my personal growth, values, and attitudes"); (3) students' 
perceptions of faculty concern for student development and teaching (for 
example. "Few of the faculty members 1 have had contact with arc genuinely 
interested in students"); (4) students academic and intellectual develop- 
ment (for example, "1 am satisfied with my academic experience at this 
university"); and (5) students' institutional and goal commitments (for 
example, "It is important for me to graduate from college"). Controlling for 
background characteristics such as sex. academic aptitude, and parents' 
education, they concluded that academic and social integration contribute 
significantly to student persistence and noted that the frequency and quality 
of student-faculty informal contact were particularly important. Terenzini 
and Wright (1987) found that for both intellectual growth and personal 
growth, academic integration is more influential than social integration in 
the first two years of study. 

While Pascarella and Terenzini specifically applied Tintos model to 
four-year institutions, other studies have applied the model to two-year 
colleges. Pascarella and Chapman (1983) compared withdrawal from two- 
year commuter institutions with four-year commuter institutions and 
four-year residential institutions and found that in the two-year commuter 
sample academic integration was more important than social integration. 
Pascarella (1986, p. 66), in a longitudinal study of 825 students enrolled in 
eighty-five two-year institutions, also identified the importance of academic 
and social integration and concluded that "the students experience of college 
may have an important, unique influence on system persistence beyond that 
of differences in family background, secondary school experiences, indi- 
vidual attributes and the initial commitments with which he or she enters 
college. Thus it may be possible to enhance student persistence in post- 
secondary education through purposeful institutional policies and practices 
designed to enhance student social and academic integration." Halpin 
(1990) studied entering full-time freshmen at a small, open-door, nonresi- 
dential community college in upstate New York. Using a questionnaire 
similar to that used by Pascarella and Terenzini (1980), he too found that 
academic integration was a significant predictor of student persistence: 
"While little can be done to influence background characteristics or environ- 
mental circumstances of community college students, the creation ol insti- 
tutional mechanisms to maximize student/faculty contact is likely to result 
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in greater levels of integration and hence persistence" (Halpin, 1990, p. 4). 
He also noted, moreover, that faculty-student academic contact was more 
influential than faculty-student social contact. 

One can conclude, then, that strong developmental academic advising 
programs that promote student interaction with faculty and staff can greatly 
enhance a student s integration into the academic and social systems of the 
institution. That integration then contributes to student growth, satisfac- 
tion, and persistence. 

Themes of Attrition in Retention Efforts 

Another way to view the role of academic advising in retention efforts is to 
look at the themes of attrition identified by Noel, Levitz, Saluri, and 
Associates (1985). Those themes, and the role that the adviser might play 
in each, are as follows: 

Academic boredom. Academic boredom occurs when learning is not 
relevant and when students are not challenged. The advisers must provide 
rationales for courses to be taken in order to help students understand how 
those courses relate to life beyond the institution. They must also be 
concerned with placing students in appropriate, challenging courses as 
determined by the students backgrounds and placement test scores. 

Uncertainty about major and career goals. Noel, Levitz, Saluri, and 
Associates (1985, p. 121) have indicated that "uncertainty about what to 
study is the most frequent reason talented students give for dropping out 
of college." Gordon (1984, p. ix) has noted that 50 to 70 percent of entering 
college students will change their major at least once. Consequently, uncer- 
tainty about major and career goals is more the norm than the exception. 
Students in this situation arc more prone to dropping out unless they get 
help with the career decision-making process. Depending on a student's 
degree of indecision and the advisers capability with regard to career 
planning, the adviser can either directly assist the student with that process 
or refer the student to the appropriate office on campus. 

Transition and adjustment difficulties. With respect to the earlier-cited 
stages of transition identified by Van Gennep, the adviser needs to be aware 
of the problems of transition and to be able to help students identify and 
articulate those problems. Only then can the adviser provide cither direct 
assistance or appropriate referral to another resource on campus. 

Limited or unrealistic expectations of college. Because many two-year 
college students arc first-generation college students, they do not know 
what to c xpect. Consequently, the adviser plays a critical role in helping the 
student negotiate the system and develop a realistic understanding of the 
demands of college life. 

Academic undcrprcparcdncss. On most two-year college campuses. 
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andcrpreparedncss is the norm, not the exception. Consequently, place- 
ment testing, followed by advising and appropriate course placement is 
critical to student success and retention. The adviser must carefully review 
the student's academic background and placement test results and provide 
appropriate interpretation before recommending courses. The adviser should 
also be a referral agent to the appropriate academic support services on 
campus. 

Incompatibility. Crcamc-* (1980) began his description of an advising 
model with the words recruit ethically. Advisingand retention begin with the 
admissions process and ir elude the provision of specific and accurate 
information about the institution to the prospective student. 

Relevance. Advisers pl?y a key role in providing for students a concrete 
rationale for the courses that they arc required to take, helping them see a 
relationship between their courses and their lives and work outside the 
campus. 

A Population-Specific Perspective on Retention 

Ramirez and Evans's (1988) study of minority students on probation is 
worth noting because of its implications for advising and retention. Among 
the eight factors identified either as characteristic of students who arc not 
progressing satisfactorily or as characteristic of their circumstances on 
campus arc the following: 

Inappropriate course selection and poor scheduling. Students may ignore 
prerequisites and schedule classes back to back, similar to the high school 
format, leaving little time for support services. The adviser must explain the 
concept and importance of prerequisites and show students where to find in- 
formation about prerequisites. They should recommend schedules that en- 
courage involvement and provide time for students to utilize support services. 

Low use of support senices. Because they are not able to "self-assess, 
investigate and pursue needed support services' (Ramirez and Evans, 1988, 
p. 38), students frequently do not know how to negotiate the system or how 
to ask for help when they encounter difficulties. Advisers must provide that 
assistance, particularly during students first semester, and empower stu- 
dents to independently make use of the colleges resources. 

Faculty members with limited familiarity with the resources available on 
campus. Faculty who have little or no familiarity with student support 
services on campus are unable to detect underlying problems. As Weston 
(this volume) discusses, adviser training is critical to effective advising. 

External factors. The adviser needs to help students identify problems 
such as financial difficulties, family obligations, and job schedules and then 
directly or indirectly assist the students in resolving them. 

Inability to anticipate and adjust to the impact of personal life changes. 
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Events such as marriage can affect a students educational experience. The 
adviser needs to help students anticipa e such impacts. 

Lack of a mandatory, comprehensive c dvising process. High-risk students 
must be identified on entry and their progress monitored. An effective 
advising program can identify these pop ilations and provide more intrusive 
advising services for them. 

Although Ramirez and Evans's (1988) study was conducted at a four- 
year university, it is equally relevant to two-year college students and shows 
the importance of effective advising in enhancing the success and retention 
of high-risk students. 

Impact of Advising on Retention 

In other research on retention, Beal and Noel (1980, pp. 44-45), reporting 
on a national survey conducted by the American College Testing Program 
and the National Center for Higher Education Management Systems, noted 
that "inadequate academic advising" emerged as the strongest negative 
factor in student retention, while "a caring attitude of faculty and staff* and 
"high quality of advising" emerged among the strongest positive factors. 
Webb (1987) identified effective academic and career advising and friend- 
ship with at least one faculty member as campus factors associated with 
persistence. Smith ( 1 983), in sun-eying nonre turning students in a commu- 
nity and technical college, found that counseling and advising services were 
listed as the most important factors that, if effective, would have encouraged 
them to stay. Many other researchers have described enhanced student 
retention as a result of improved advising services. 

Crockett (1978) described academic advising as a cornerstone of stu- 
dent retention, noting that when it is provided effectively, it helps students 
develop more mature education and career goals, strengthens the relation- 
ship between academic preparation and the world of work, and contributes 
to the development of a more positive attitude and better academic perfor- 
mance. A strong developmental academic advising program, by promoting 
student interaction with faculty and staff, can enhance student integration 
into the academic and social systems of our colleges and can help students 
with transition and adjustment difficulties. As Kcmerer (1985, p. 8) has 
stated, "Virtually every study of retention has shown that a well-developed 
advising program is an important retention strategy. Advisors who are 
knowledgeable, enthusiastic, and like working with students can often 
make the difference between a potential dropout and a persisted 

Advising and Transfer 

Just as advising plays a critical role in student retention in the two-year 
college, it also serves a critical role in the transfer process. Why is this 
important? According to Boyer (1988, pp. 5-6), two-year colleges enroll 
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approximately 43 percent of the nations undergraduates and 51 percent of 
all first-time entering freshmen. And, as noted earlier, two-year colleges 
enroll large percentages of minority populations. Studies have shown that 
these populations, which make up about 30 percent of community college 
enrollment, are the least likely to continue their education in a four-year 
college (Watkins. 1990, p. Al). As we consider issues of access and equal 
opportunity, this low percentage of minority student transfers has serious 
implications. 

Although many entering iwo-year college students do not want or need 
to go on to a four-year college to attain their career goals, we need to 
recognize that for others transfer is appropriate and desirable. Yet, research 
shows that even among these students who initially plan to transfer, many 
do not. Watkins (1990, p. A37) has estimated that while as many as one- 
third of the students in two-year colleges plan to continue their education, 
only 15 to 25 percent actually do so. 

Obstacles to Transfer. What arc the obstacles to transfer and how do 
they relate to advising? Wechsler (1989) has identified seven factors: 

Academic and Articulation Barriers, Many students find that four-year 
colleges cither will not accept some of their credits or will accept courses as 
clcctives rather than as required courses; consequently, students have to 
take additional courses to complete their baccalaureate degrees. This can be 
discouraging. Articulation agreements may be one answer to this problem, 
but students need to be made aware of the agreements. Advisers need to 
identify, early in the process, those students who plan to transfer, ensuring 
that they follow the appropriate program for transfer and arc aware of 
existing articulation agreements. Where appropriate, early referral to the 
campus transfer counselor or coordinator is an important step. Good 
academic advising is even more important in the absence of articulation 
agreements. 

Inadequate Support Systems. Advisers often neglect to identify, early in 
the process, those students who plan to transfer. And advisers often fail to 
identify those qualified students who have yet to view transfer as an option 
and to provide them with the support and encouragement needed to explore 
such opportunities. This is a particularly important role for the adviser who 
worl s with minority students. Aiso, because support systems often do not 
exist on the four-year campuses, advisers need to prepare students for what 
they will encounter upon transferring. Sometimes the adviser or transfer 
counselor can also provide linkages with former students who have trans- 
ferred to a given institution or can help the student make connections with 
appropriate staff at the four-year college. 

Economic Barriers. Frequently, the higher cost of a four-year college 
becomes a barrier to transfer. Advisers can help students explore options in 
meeting or reducing the costs and can encourage their advisees to work 
directly with financial aid personnel. 

Bureaucratic Barriers. Admissions policies, deadlines, and lack of infor- 
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mation related to transfer can be a problem. Again, by identifying advisees 
who are considering transfer early in the process, advisers can help them 
overcome these barriers. 

Geographical Barriers. Four-year colleges may not be located in areas 
convenient for many two-year college students. Advisers need to help their 
students explore the available options, including external degree options. 

Age Impediments. Many four-year colleges cater to the traditional age 
student and do not have programs and services geared to adults. Advisers 
can alert their adult advisees of these factors and work with them in planning 
how specific needs might be met. 

Racial and Ethnic Concerns. Minority students often find that the host 
four-year institutions are less diverse, larger, and more impersonal than 
community colleges. The role of the adviser is to make students aware of 
these issues and help them develop plans for dealing with specific needs. 

Impact of Advising on Transfer. Because academic advising is the only 
structured service on our campuses that guarantees students some kind of 
interaction with concerned representatives of the institutions, the adviser is 
in a key position to assist students with the transfer process. By identifying 
potential transfers early, by informing them of existing articulation agree- 
ments, by referring them to special transfer offices for assistance, and by 
providing the necessary support and encouragement, advisers can enhance 
transfer opportunities for many students. Effective performance of these 
tasks on a campuswide basis, however, requires a structured advising 
program that is well integrated with other campus support services and that 
provides adequate training and resources for the advisers. Through effective 
advising, education can become the "seamless web" that Boycr (1988, 
p. 36) has envisioned. 
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The American College Testing Program's fourth national swvey, a 
source of data on the status of academic advising, reflects the state of 
the art of advising in community colleges. 



The Organization and Effectiveness of 
Academic Advising in Community 
Colleges 

Wesley R. Hablcy 



The contribution of effective academic advising to student success is, by 
now, obvious to most faculty and administrators in community colleges. 
These individuals recognize that students who formulate sound education 
and career plans based on their values, interests, and abilities have an 
increased chance for academic success, satisfaction, and persistence. Aca- 
demic advising remains the most significant mechanism available on most 
community college campuses for aiding and abetting this important process. 
Substantive advising services arc a prerequisite to the successful transition 
of students into the community college environment as well as to their 
persistence io education goal attainment. This chapter highlights selected 
results from community colleges that participated in the American College 
Testing (ACT) Program s fourth national survey on the status of academic 
advising vriabley, 1993). Included in this chapter are preliminary survey 
results on organizational models, coordination and reporting lines, institu- 
tional policy statements, adviser training, adviser evaluation, recognition 
and re.vard, program goals, and program effectiveness. 

Institutional Sample of the Fourth ACT Survey 

The data from the fourth ACT survey reflect a sample of institutions drawn 
from a total population of 932 public two-year colleges. The sample 
included 232 institutions, of which respondents at 159 institutions (68.5 
percent) returned usable surveys. As a result of the sampling technique 
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and the response rate, it can be assumed that the sample is nationally 
representative of community colleges with a sampling error level of less 
than 5 percent. Each survey was mailed to the director or coordinator of 
academic advising with a request that the survey be completed by the 
person most knowledgeable about the institution s advising program. As 
a result, survey responses represent the views of those individuals. The 
titles of the most common community college respondents were director 
of counseling (21 percent), director or coordinator of advising (15 per- 
cent), vice president or dean of academic affairs (15 percent), and vice 
president or dean of student affairs (10 percent). Twenty-seven percent 
of the respondents fell in the survey category "other," Although the survey 
focused on advising practices in both two-year and four-year public and 
private institutions, only the results of two-year public institutions are 
reported in this chapter. 

Organizational Models and Program Coordination 

Habley (1983) proposed the existence of seven basic organizational models 
of advising programs and Habley and McCaulcy (1987) studied the preva- 
lence of these models: 

Faculty only: All students arc assigned to instructional faculty members for 
advising. 

Supplementary: All students arc assigned to instructional faculty members 
for advising. There is an advising office that provides general academic 
information and referral for students, but all advising transactions must 
be approved by the students faculty adviser. 

Split: There is an advising office that advises a specific group of students (for 
example, undecided, underprcparcd, nontraditional). Advising in the 
advising office occurs for a specified period of time or until a specific set 
of requirements have been completed. All other students arc assigned 
to instructional units or faculty for advising. 

Dual: Each student has two advisers. A member of the instructional faculty 
advises the student on matters related to the major. An adviser in an 
advising office advises the student on general requirements, procedures, 
and policies. 

Total intake: Staff in an administrative unit arc responsible for advising all 
students for a specified period of time or until specific requirements 
have been met. After meeting those requirements, each student is 
assigned to a member of the instructional faculty for advising. 

Satellite: Each school, college, or division within the institution has estab- 
lished a unil that is responsible for advising students within that unit. 

Self-contained: Advising for all students from point of first enrollment to 
point of departure is done by staff in a centralized advising unit. 
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More complete descriptions of the models are provided by King (this vol- 
ume, Chapter Four) as well as by Habley (1983, 1988) and Habley and 
McCauley (1987). 

The percentage of respondents from two-year public institutions utiliz- 
ing each of the institutional models was as follows: self-contained (30 per- 
cent), faculty only (27 percent), split (20 percent), dual (8 percent), 
supplementary (6 percent), total intake (6 percent), and satellite ( 1 percent). 
Although it may seem a paradox that the most centralized (self-contained) 
and the most decentralized (faculty-only) models are the two most utilized 
models in the two-year public college, it is reasonable to assume that there are 
precedents in the utilization of those models. The self-contained and the 
faculty-only models may simply be adaptations of guidance models existing 
in other educational settings: The self-contained is more directly related to 
a high school guidance model where academic and personal counseling arc 
combined, and the faculty-only model relates to the predominant model 
employed in four-year institutions. The deployment of the split model in 
one-fi fth of the institutions may reflect the colleges' responsiveness to special 
populations of students (for example, underprcpared, nontraditional, and 
undecided). The utilization of either the supplementary model or the dual 
model may indicate the institution s belief in a faculty advising system tem- 
pered by the reality that faculty may not always be able or available to meet 
the needs of the diverse set of student constituencies served by the commu- 
nity college. 

As intimated by the distribution of advising models, the titles of the 
individuals responsible for coordinating advising also varied widely across 
the institutions. Although the most common title was director of counseling 
(24 percent), advising coordination was also attributed to the director or 
coordinator of academic advising (17 percent), vice president or dean of 
academic affairs (12 percent), and vice president or dean of student affairs 
(1 1 percent). Coordination in the remaining community colleges was attrib- 
uted to the assistant vice president or dean of student affairs (4 percent), 
assistant vice president or dean of academic affairs (2 percent), college dean 
or department chair (6 percent), and a relatively large "other" category ( 1 8 
percent). Finally, it is important to report that only two (1 percent) of the 
community colleges reported that no one was responsible for the coordina- 
tion of academic advising. 

An obvious offshoot of both the organizational models and the titles of 
those who coordinate and direct advising services in the community college 
is the time that the individuals devote to the coordination of these activities. 
In the present survey, nearly two-thirds (66 percent) o f those who coordi- 
nated campus advising reported that they spent less than one-quarter of 
their time, 1 6 percent reported spending one-half of their time, and 11 per- 
cent reported spending three-quarters of their time. Finally, only 7 percent 
engaged in the coordination of the advising system as a full-time role. 



36 Academic Advising 

Institutional Policy Statement on Academic Advising 

If advising is considered an important function in the community college, 
then it is imperative that a comprehensive institutional policy statement be 
developed to guide the advising activities. A goal of the ACT survey was to 
ascertain the existence of advising policies and to gain some understanding 
of the foci of such policy statements. Regarding the existence of institutional 
advising policy statements, only 60 percent (ninety-five institutions) indi- 
cated that such a statement existed, while the remaining 40 percent (sixty- 
four institutions) reported that no statement existed. Table 3,1 provides a 
breakdown of the elements detailed in the existing policy statements. 

Table 3.1 indicates that among the institutions with policy statements, 
the topics of those statements were general in nature: philosophy, goals, 
adviser responsibilities, and delivery strategies. Only limited attention was 
given to the selection, training, evaluation, and recognition and reward for 
advisers, factors that are critical to the success of an advising program. 

Adviser Training 

Data gathered on the training of advisers in community colleges, both in 
advising offices and in academic departments or divisions, concern the 
existence of training programs, topics included, and formats employed. In 
the area of mandated training, only 46 percent of respondents indicated that 
required faculty adviser training existed in all departments or divisions, and 
29 percent of the institutions indicated that faculty adviser training was 
mandated in none of their departments or divisions. The remaining commu- 
nity colleges (25 percent) had mandator)' faculty adviser training in some 
departments or divisions. And although it would seem safe to assume that 
advising office advisers participate in extensive preservice and in-scrvicc 
training, such an assumption was not completely borne out by these national 



Table 3.1. Elements Detailed in Respondents' 
Policy Statements on Academic Advising 



Elements 



Percentage oj Institutions 



Philosophy 
G oals 

Adviser responsibilities 

Delivery strategies 

Advisee responsibilities 

Adviser selection 

Adviser training 

Adviser evaluation 

Adviser recognition and reward 



78 
80 
74 
59 
4Q 
30 
30 
25 
3 



N'iWc X = 1 >^ institutions 
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survey data, where 35 percent of the institutions responded by stating that 
training either did not exist or was not mandated for staff in the advising 
office. 

In reviewing the topics included in training programs for faculty advis- 
ers, survey data were grouped into three content areas: key concepts in 
advising (things that advisers should understand), information needs (things 
that advisers should know), and relationship skills (things that advisers 
should demonstrate). In Table 3.2, the topics are grouped by the three 
content areas with the percentage (in parentheses) of institutions reporting 
coverage of each topic for faculty advisers in all academic departments or 
divisions. 

Two observations can be made in relationship to these data. First, the 
data induct * only those institutions indicating that training programs for 
faculty adviser* did indeed exist on their campuses. Second, although each 
of the three topical areas is important to the effectiveness of individual 
advisers, training in concepts and information was most prominent, while 
relationship skills received limited attention. 

Table 3.3 uses the same topical groupings to look at the training that 
took place in community college advising offices. As with training in the 
academic departments, the heaviest training emphasis in advising offices 
was in the area of information needs, with some focus also in the conceptual 
area. Training in relationship skills apparently was more prevalent in 
advising office training than it was in faculty adviser training. 

The final component of the community college adviser training effort 
reviewed in the national survey involved the format for training programs 
both in advising offices and in academic departments or divisions. Table 3.4 
reports the percentage distribution of institutions employing particular 
formats for adviser training in advising offices and in academic departments. 
The "All" column reports the percentages of institutions at which the 

Table 3.2. Topics Included in 



Community College Faculty Adviser 


Training 


Kn ( omcpts Info} million Seeds 


Relationship Skills 


Importance of Regulations, policies, and 


Counseling skills (2o) 


ad\ istng < 5?) procedures (63) 




Definition of .uhtstng v44) Campus referral sources (^0) 


Interviewing skills (20) 


L'ses of information 


Decision-making 


sources (53) 


skills (15) 


Career and employment 




information ( 18) 





Siiff \ - W> institutions. p,i rem hct rial figures arc the percentages of respondent institutions 
rt port tug mwiagr ol the lopus for '.uuliv advisors in all academu departments or divisions 

s.'Ww M.ihltx loo* 
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particular format was utilized for all departments, while the "None" column 
reports the percentage of institutions at which a particular training format 
was employed in none of the departments. 

Three messages can be gleaned from Table 3.4. First, advising office 
training in the sample institutions was apparently highly individualized 
and spaced throughout the academic year. Second, faculty adviser training, 
if it existed at all, was not consistently utilized within the institutions. 
Finally, the predominant format for faculty adviser training occurred once 
a year (the faculty meeting before classes started) and was limited to one 
day or less. 

Program and Adviser Evaluation 

In order to gain some measure of the quality of academic advising in the 
community college, it is necessary to design and implement evaluation 



Table 33. Topics Included in 
Community College Advising Office Training 



Key Concepts 


Information Seeds 


Relationship Skills 


Importance of 


Regulations, policies and 


Counseling skills (49) 


advising (67) 


procedures (96) 




Definition of 


Campus referral sources (82) 


Interviewing skills (35) 


advising (58) 








Uses of information sources (81) 


Decision-making >kills 






(29) 




Career and employment information 






(55) 





\t>tt\ X = 159 institutions: parenthetical figures arc the percentages of respondent institution's 
reporting e in c rage of the topics for staff in college advising offices. 

Siuiicf Hablev. 1003 



Table 3.4. Percentage Distribution of 
Community College Adviser Training Formats 







Departments 


Foimat 


Offices 


All Sone 


single workshop of one day or less 


Q6 


32 17 


Series of short workshops throughout the year 


40 


20 2 3 


Single workshop longer than a da\ 


82 


4 30 


Method varied hy adviser 


35 


11 19 


Other 


55 


0 7 



Sote. S - 150 institutions 
Vime Hablct. 1003 
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strategies at both the program and individual adviser levels. Table 3.5 
characterizes program evaluation efforts in community colleges for both the 
overall advising system and for advising offices on campuses that reported 
the existence of such offices. Table 3.5 suggests that program evaluation 
both in advising offices and for campuswide advising systems is not a 
universally accepted concept, and, unfortunately, neither is the evaluation 
of individual advisers. 

Table 3.6 reports the scope of methods used to evaluate faculty advisers. 
Of significance in Table 3.6 is the apparent lack of a consistent institutional 
approach to the evaluation of an individual faculty advising effort. Without 
a definitive institutional policy on evaluation, academic departments appear 
to be at liberty to decide both whether to evaluate advising activity and, if 
they choose to evaluate, which methods to employ. 

The scope of adviser evaluation in community college advising offices 
was no more encompassing than the evaluation of faculty advisers. Just 
under 28 percent of the community colleges with advising offices reported 
that no formal methods were employed in the evaluation of advisers. For 
those offices that reported formal evaluation, just over 75 percent employed 
a performance review by the office supervisor as a component of evaluation, 
while just under 50 percent reported student evaluation and less than 33 
percent reported self-evaluation as components of the adviser evaluation 
system. 



Table 3.5. Percentages of Institutions 
Reporting Regular Program Evaluation 



Target Yes So 


Advising office 


54 


46 


Advising system 


50 


50 



Sow: X = 159 institutions. 
$oune: Hablcy. 



Table 3.6. Percentage Distribution of Community 
College Methods for Evaluating Faculty Advisers 



Method 


All Departments 


Mo Departments 


Student evaluation 


24 


37 


Self-evaluation 




}2 


Supervisory performance review 


28 


26 
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Recognition and Reward for Advising 

Although the fourth ACT survey did not attempt to gather data on recogni- 
tion and reward for advisers in community college advising offices, data 
were gathered on the existence of a recognition and reward system for 
faculty advisers. These data, to say the least, paint a bleak picture. Data on 
the methods of recognition and reward in the community colleges that 
rewarded faculty advisers show that very few institutions consistently 
applied a reward strategy for all of their departments, leaving each depart- 
ment or division at liberty to include (or exclude) advising from the reward 
considerations for faculty. 

Several possible approaches to faculty adviser recognition and reward, 
together with the percentages of community colleges that employed those 
approaches in all departments, are as follows: released time from instruction 
(5 percent), released time from committee work (0 percent), released time 
from research expectation (1 percent), salary increments for time spent in 
advising (5 percent), major consideration in promotion and tenure (5 
percent), minor consideration in promotion and tenure (9 percent), and 
awards for excellence in advising ( 1 percent). These findings on community 
college reward and recognition for faculty advising support the statement 
that there is little institutional recognition for serving in the role of faculty 
adviser. 

Advising Program Goals 

In the national survey section on advising goals, community college respon- 
dents were asked to rate their advising programs effectiveness on eight goals 
that were first endorsed by the National Academic Advising Association 
(NACADA) and later served as the basis for the guidelines of the Council for 
the Advancement of Standards for Student Services and Development 
Programs (1986). Respondents were asked to rate, on the scale below, the 
extent to which advising services were delivered or designed to successfully 
achieve the goals for most students. 

1. Does not apply; no services have been implemented to address this goal 

2. Achievement not very satisfactory 

3. Achievement somewhat satisfactory 

4. Achievement satisfactory 

5. Achievement very satisfactory 

The goals, with mean ratings (in parentheses), were as follows: providing 
accurate infoimation about institutional policies, procedures, resources, 
and programs (4.0) ; providing information about students to the institution, 
colleges, academic departments, or combination thereof (3.4); making re- 
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ferrals to other institutional or community support services (3.6); assisting 
students in developing education plans consistent with life goals and 
objectives (alternative courses of action, alternate career considerations, 
and selection of courses) (3.5); assisting students in evaluation or revalu- 
ation of progress toward established goals and education plans (3.5); 
assisting students in their consideration of life goals by relating interests, 
skills, abilities, and values to careers, the world of work, and the nature and 
purpose of higher education (3.1); assisting students in self-understanding 
and self-acceptance (value clarification, understanding abilities, interests, 
and limitations) (2.8); and assisting students in developing decision-making 
skills (2.7). Although community college survey respondents appeared to be 
reasonably positive about their advising programs ability to provide tradi- 
tional advising services such as accurate information, referral, and review of 
academic progress, they were less satisfied with program performance in life 
planning, student self-understanding, and the development of decision- 
making skills. 

Current Effectiveness and Recent Progress 
in Campus Advising Systems 

Survey respondents were also asked to consider both the current effective- 
ness of their campus advising programs and the progress made during the 
previous five years. Based on the rating scale of 1 (very ineffective) to 5 (very 
effective) for current effectiveness and the scale of 1 (much less effective) to 
5 (much more effective) to rate recent progress, the community college 
mean scores are reported in Table 3.7. 

The data in Table 3.7 suggest that there is both bad and good news. The 
bad news is that community college respondents rated four variables below 
the midpoint (3.00) on the effectiveness scale, suggesting that they believed 
that accountability, training, evaluation, and recognition and reward were 
more ineffective than effective. The good news warrants caution. Although 
there was progress on some of the effectiveness variables, there appeared to 
be dissatisfaction with progress in other areas. Seven variables were rated 
above the midpoint (3.00) on the progress scale, with the most significant 
progress being cited in advisee information (3.8) and meeting student needs 
(3.7). 

Commentary 

Although it is conceded by most community college faculty and administra- 
tors that academic advising is a critical service to students, conversion of that 
belief into concrete action and systematic program planning appears to be 
far from the norm. Certainly, if one w ere to characterize the effectiveness of 
any function, such a description would include establishing clear guidelines 
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Table 3.7. Mean Scores on Scales Rating Current 
Effectiveness and Recent Progress of Advising Programs 



Variable 


Effectiveness Prog) ess 


Advisee information: providing advisers with timely and 


3.6 


i.o 


accurate information on their advisees 






Meeting student needs: providing for the advising needs 


3.4 


3.7 


of students 






Adviser traits: providing advisers who arc willing to 


3.0 


3.5 


participate in advising, have at least the basic skills 






necessary for advising, and have the time necessary 






to do an effective job of advising 






Campuswide communication: providing for communi- 


"i ^ 
>. j 




cation among and between deans, department heads, 
advisers, and the coordinator of advising (if such a 










position exists) 






Program economy: meeting students needs when 


3.4 


3.4 


combined with the expenditure of human and 






fiscal resources 






Adviser selection: identifving and selecting individuals 


3.4 


3.3 


It' l)tl I I lv 1 1 Jtllt III tltlNlSltlU 






Campuswide coordination: providing appropriate levels 


3.2 


3.3 


01 coordination, uiretiion. <tnu y>tipti\ imuii 






Accountability: providing adviser accountability both to ; 


t 2.8 


2.9 


higher level of authority and to advisees 






Training: implementing a training program for advisers 


2.8 


2.9 


Evaluation: systematica IK evaluating both the advising 


2.8 


2.8 


program and advisers 






Recognition and reward: recognizing and rewarding 


2.1 


2.2 


quality advising 






Sow Effectiveness stale ranged trom 1 (\cr\ ineffective) to 5 ucry 


effective). 


progress scale ranged 


from 1 tmueh less effective) to > (much more effective). 







Sonne: Hahley. 1^3. 

for the function, ensuring that all aspects of the function arc coordinated, 
providing adequate training for the individuals engaged in the function, 
evaluating both the success of the function and the performance of those 
who engage in it. and rewarding those whose performance is exemplary, 
Failure to consider any one of these five variables will cause significant 
weakness (if not breakage) in the effectiveness chain. When one applies 
these activities to the function of academic advising in the community 
college, the results arc not positive. 

Following is a scries of qualitative statements taken from the Council for 
the Advancement of Standards for Student Services and Development 
Programs (1986) and from Winston and others (1984). Each of the state- 
ments is followed by a recapitulation of the status of that particular activity 
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in community college academic advising programs based on the ACT survey 
data (Habley, 1993). 

First, the design of the academic advising program must be compatible 
with the institutional organizational structure and student needs (Council 
for the Advancement of Standards for Student Services and Development 
Programs, 1 986, p. 11). There is great diversity in the organizational models 
for delivering academic advising in community colleges. It is hoped, al- 
though it is not verified by survey data, that the diversity of organizational 
models is based on institutional structure and student needs. 

Second, a specific individual must be designated by the institution to 
direct or coordinate the academic advising program (Council for the Ad- 
vancement of Standards for Student Services and Development Programs, 
1 986, p. 11). Although only 1 percent of the institutions in the ACT survey 
reported that no one was charged with the responsibility of directing and 
coordinating academic advising, nearly 70 percent of the individuals who 
coordinated advising spent one-quarter time or less in that activity. In rating 
the effectiveness of campuswidc program coordination, the mean for all 
community colleges was 3.2, a shade above the midpoint on the 5-point 
effectiveness scale. 

Third, the institution must have a clear written statement of philosophy 
pertaining to academic advising that includes program goals and sets forth 
expectations of advisers and advisees (Council for the Advancement of 
Standards for Student Services and Development Programs, 1986, p. 1 1). 
Only about 60 percent of the institutions in the ACT survey had an 
institutional policy statement. 

Fourth, academic advising should be offered only by personnel who 
have received systematic skills training (Winston and others, 1984. p. 24). 
Only 29 percent of community colleges reported that training of faculty 
advisers was mandated in none of their departments. Existing faculty ad- 
viser training focused primarily on the information aspects of advising, and 
such training usually took place in a single annual workshop of one day or 
less. In rating the effectiveness of adviser training, the mean for all of the 
community colleges in the sample was 2.8, below the midpoint of the 5- 
point effectiveness scale. 

Fifth, there must be systematic and regular research on and evaluation 
of the overall academic advising program (Council for the Advancement of 
Standards for Student Services and Development Programs, 1986, p. 7). 
Only 50 percent of community colleges reported systematic evaluation of 
their advising programs. Only 54 percent of community colleges reported 
systematic evaluation of their advising offices. 

Sixth, academic advising should he offered only by personnel whose 
performance is systematically evaluated (Winston and others, 1984, p. 24). 
At best, less than 50 percent of the community colleges reported systematic 
evaluation of their faculty advisers, and 28 percent of the community 
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colleges reported that there was no formal evaluation for staff in advising 
offices. In rating the effectiveness of evaluation of advising, the mean for all 
institutions was 2.8, below the midpoint on the 5-point effectiveness scale. 

Seventh, academic advising should be offered only by personnel who 
arc rewarded for skillful performance (Winston and others, 1984, p. 24). 
The predominant method for rewarding advisers was through a minor 
consideration in promotion and tenure decisions, yet only 9 percent of the 
institutions systematically employed that method in all departments. In 
rating the effectiveness of adviser recognition and reward, the mean for all 
institutions was 2.1, far below midpoint on the 5-point effectiveness scale. 

Even though the results of the national survey indicate a need for 
significant improvement in academic advising in community colleges, there 
arc two major positive facets of the data. First, the mean is a reflection of 
central tendency. It was calculated from the respondents at 159 community 
colleges and included ratings from both institutions that were struggling 
with advising as well as institutions that had exemplary academic advising 
programs. For additional evidence of exemplary programs, one need only 
attend a regional or national meeting of N ACADA or rv. ; iew the descriptions 
of community college advising systems that have won acclaim through the 
ACI7NACADA Awards Program (ACT Program and NACADA, 1984). 

The second positive facet of the national survey data concerns program 
improvement. In all but one of the eleven improvement categories, as 
mentioned earlier, the community college respondents believed that they 
were more effective at the time of the survey than they were five years earlier. 
In fact, the overall mean for improvements in all eleven effectiveness areas 
was 3.2, above the midpoint of the 5-point improvement scale. 

Clearly, the trend lines for various aspects of community college 
academic advising are in the right direction. And even though the overall 
current status of advising programs in community colleges is not exemplary, 
a continued focus on organization, coordination, training, evaluation, and 
reward should lead to major improvements in the years ahead. 
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Seven organizational models of academic advising utilize a variety of 
delivery systems to provide advising services. 



Advising Models and Delivery Systems 

Margaret C. King 

For many years, little attention was paid to organizational models of ac- 
ademic advising. This was largely due to two factors: (1) the belief that 
because of the uniqueness of each institution, transferability of organiza- 
tional models was limited and (2) the blurring of the distinction between 
organizational models and deliver)' systems. However, research by Hablcy 
( 1 983) and the American College Testing (ACT) Program's third and fourth 
national surveys on academic advising (see Hablcy, 1988, 1993) have shown 
that organizational patterns do exist and do have interinstitutional applica- 
bility. 

The way in which advising services are organized and delivered on any 
given campus is largely influenced by four key factors: the mission of the 
institution, the nature of the student population, the role of the faculty, and 
the programs, policies, and procedures of the institution. To have an effec- 
tive system, each factor must be considered as an institution develops or re- 
designs academic advising services. 

Several components of the institutional mission include control (whether 
or not the institution is public, private, or proprietary), selectivity (open 
door or highly selective), and the nature of the program offerings (liberal ans 
versus vocational-technical). Advising services may need to be organized 
differently at a public, two-year vocational-technical institution than they 
would at a private, two-year liberal arts institution. 

Student characteristics also impact the organization of advising ser- 
vices. An institution whose students arc predominantly undcrprcpared, 
undecided, socioeconomic ally diverse, first generation, nontraditional, and 
commuter needs a more centralized and intrusive advising system than an 
institution whose students fall at the other end of the spectrum. 

As Hablcy (this volume) discusses, faculty have a role in advising 
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services. The question of the extent of that role depends on many factors, 
including the faculty members interest in advising, awareness of existing 
problems related to advising on the campus, and willingness to develop the 
skills needed to address those problems. Their role is also influenced by the 
priority that the administration places on advising, the extent to which 
effective advising is evaluated, recognized, and rewarded, and any faculty 
contracts or collective bargaining agreements that exist. 

The fourth key factor that influences the organization and deliver)' of 
advising services deals with the complexity of institutional programs, 
policies, and procedures. The sequencing of courses, the complexity of 
graduation requirements, the scope of the general education requirement, 
and ue degree to which the adviser must approve of a variety of academic 
transactions all affect the advising services. The more complexity that exists, 
the greater the need for skilled advisers to work within a highly structured 
advising system. 

Three additional factors to be considered arc budget, facilities, and the 
college's organizational structure. If there is little money, an institution may 
be forced to rely on existing personnel to provide the service. The availability 
of space to house a centralized advising service affects decisions to move in 
that direction. Organizational structure, dictating which office has the 
ultimate responsibility for advising services, also affects how those services 
can be organized and delivered. 

Organizational Models 

Hablcy and McCauley (1987) made the first attempt to verify the existence 
of seven organizational models of advising. That research was expanded in 
the ACT Program's third and fourth national surveys on academic advising, 
described in detail in Hablcy (1988, 1993). Descriptions of those seven 
models follow. 

Faculty Only. In this model, each student is assigned to a specific faculty 
member for advising, generally someone in the student's program of study. 
Undecided students may be assigned to faculty at large, to liberal arts faculty, 
to faculty who volunteer to advise them, or to faculty with lighter advising 
loads. This is the predominant model in private two-year colleges and is the 
only model in which the designation of faculty refers to both the organiza- 
tional model and the deliver}' system. W hile there may be an overall advising 
coordinator, the supervision of advisers is generally decentralized in the 
academic subunits. 

Supplementary. The supplementary advising model also uses faculty as 
advisers for all students in the institution. However, there is aiso an advising 
office that serves as an information clearinghouse and referral resource, but 
it has no original jurisdiction for approving advising transactions. The office 
may have a coordinator and may provide resources, implement adviser 
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training, and develop, mainlain, and update information systems. Supervi- 
sion of faculty advisers occurs in the academic subunits. 

Split. In this model, the initial advising of students is split between 
faculty members in academic subunits and the staff of an advising office. The 
advising office has original jurisdiction for advising a specific group of 
students (for example, undecided or underprepared students, or athletes); 
however, once specific conditions have been met, such as declaring their 
majors, students are then assigned to advisers in their respective academic 
subunits. The advising office has a coordinator or director and may have 
campuswide coordinating responsibility. The office may also serve as a 
referral resource for students assigned to advisers in the academic subunits. 

Dual. In the dual advising model, students have two advisers. Faculty 
members provide advising related to the students programs of study, while 
advisers in an advising office provide advising related to institutional 
academic policies and registration procedures. The advising office also 
generally advises undecided students and typically has a coordinator with 
campuswide coordinating responsibilities. 

Total Intake. In this model, all initial advising of students is done by 
advisers in the advising office until a set of institutionally predetermined 
conditions have been met. Those conditions might consist of completion of 
the first semester, or completion of a specific number of credits. A director 
or dean of the advising office may have responsibility for campuswide 
coordination of advising. In four-year colleges, the advising office may also 
be responsible for the development of curriculum, the administration of 
instruction, the development and enforcement of academic policies, or a 
combination of these activities. 

Satellite. In the satellite model, advising offices are maintained and 
controlled within the academic subunits. Satellite advising offices provide 
advising for all students whose majors arc within a particular college or 
school. Undecided students are generally advised in a separate satellite 
office that has responsibility for overall campus coordination of advising and 
for providing support to all advisers. 

Self-Contained. In this model, all advising takes place in a centralized 
unit. That unit is administered hy a dean or director who has responsibility 
for all advising functions on the campus. In the ACT research, this was the 
predominant model used at public two-year colleges. 

Advising Delivery Systems 

With the exception of the faculty-only model, organizational models of 
advising may utilize a variety of delivery systems. The most common of these 
arc laculty advisers, professional (full-time) advisers, counselors, peer 
advisers, and paraprofcssional advisers. In addition, many institutions 
enhance their primary delivery system through computer-assisted advising, 
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a freshman seminar course, or both. The remainder of this chapter describes 
each of the deliver)' systems and discusses some of the strengths and 
weaknesses of each in regard to the following criteria: (1) accessibility and 
availability of the adviser to students, (2) priority placed on advising by the 
adviser, (3) advisers knowledge of the major field of study, (4) adviser's 
knowledge of student development theory', (5) training required, (6) cost, 
and (7) credibility with faculty and staff. 

Faculty Advisers. Full-time teaching faculty continue to be the primary 
group providing advising services for students. The accessibility and avail- 
ability of faculty advisers has frequently been a concern of students, which 
is not surprising. For faculty, advising must compete with other priorities 
such as teaching, course and curriculum development, and committee 
work, all of which generally hold a much higher priority when it comes to 
institutional recognition and reward (Teague and G rites. 1980). In addition, 
the advising loads of faculty are frequently high. Consequently, it is not 
surprising that the ACT survey results (see Habley, 1988, 1993) show that 
the time faculty spend in advising is between 1 and 5 percent and that most 
faculty have contact with their advisees only two times or less per academic 
term. Accessibility and availability is much less of an issue in institutions 
where faculty advisers are selected and advise voluntarily, are provided 
released time to advise, and are given recognition for quality advising. 

A major strength of faculty advisers is their knowledge of advising issues 
related to their respective disciplines. Faculty advisers generally can provide 
detailed information about courses and programs in their departments and 
the rationale for course and program requirements, and they are knowledge- 
able about educational and career opportunities related to their fields. 

Lack of knowledge of student development theory, knowledge that is 
important for effective academic advising, is a weakness of faculty advisers. 
Consequently, they may be of less help working with undecided students or 
with students dealing with personal concerns than arc full-time advisers or 
counselors. Given that quality advising is more than selecting and schedul- 
ing courses, the need for adviser training is particularly strong for faculty 
advisers. 

Faculty advisers score high on the final two criteria — cost and credibil- 
ity with faculty and staff. In institutions where advising is viewed as part of 
the teaching function and all faculty are required to advise, there is no 
additional monetary cost. And because of their rank as faculty, the credibil- 
ity of faculty advisers with other faculty and staff is generally high. 

One additional strength of a faculty advising deliver)* system that merits 
recognition is the demonstrated positive impact of informal student- faculty 
interaction on student growth, satisfaction, and persistence (Tcrenzini and 
Pascarella. 1980). A strong faculty advising program is one way of promot- 
ing such interaction. 

In summary, if faculty are selected to deliver advising services, only 
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those faculty who are interested in and capable of providing effective 
advising for students should be selected. Ideally, these faculty should be 
given released time to advise, should receive ongoing training, and should 
receive appropriate recognition and reward for services performed well. 

Professional Full-Time Advisers. The second most common deliver)' 
system is the use of professional advisers, whose role focuses primarily on 
providing academic and support services for students. Professional advisers 
are generally housed in a central location, spend a full day in their offices, 
and devote the majority of their time to providing academic advising to 
students. Because they are usually hired on the basis of their interest in and 
ability to work with students in an advising capacity, advising is their 
priority. Provided they have reasonable advising loads, they are easily 
accessible and have more opportunity to be proactive with their advisees, 
initiating regular contact and follow-up, than is characteristic of other 
deliver)' systems. 

While professional advisers may not possess the in-depth knowledge of 
courses, programs, and educational and career opportunities in a given 
discipline that is available from faculty advisers, they are generally more 
knowledgeable about the broad range of institutional programs, policies, 
and procedures. Consequently, they can be particularly effective with 
undecided students or those exploring other program options. They arc also 
generally program-neutral and are therefore less likely to try to influence 
students to select particular programs or courses. 

Another strength of professional advisers is knowledge of student 
development theory gained through their education and training. They can 
be particularly effective in working with advisees who are dealing with 
issues related to personal and career development. They arc also generally 
knowledgeable about other services available to students, both on and off 
the campus, and are likely to possess refined referral skills. Consequently, 
when advisees need assistance beyond the adviser s capabilities, the adviser 
can serve as an effective referral agent for the students. 

The training needs of professional advisers may be high initially, but less 
pressing over time. If their backgrounds arc in counseling and student 
development, initial training focusing on information skills would be the 
priority, with an update needed as new courses, programs, policies, and 
procedures arc introduced. Because the professional adviser is working with 
advising issues daily, formal ongoing training may be less important than for 
faculty. 

The direct cost of using professional advisers is high, since the institu- 
tion must hire special staff to perform the advising function as opposed to 
utilizing existing faculty. In addition, because man) professional advisers do 
not hold faculty rank, they may not enjoy the same respect or credibility 
accorded to faculty , 

In summary, professional advisers can be very beneficial to a compre- 
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hcnsivc advising deliver)' system. However, priority must be placed on 
thorough initial training, a reasonable advising load, and ongoing interac- 
tion with faculty. 

Counselors. Counselors frequently provide advising services on two- 
year college campuses. The strengths and weaknesses of using counsel ^rs to 
deliver advising services are similar to those associated with professional 
advisers. One exception may be in the priority placed on advising. Many 
times professional counselors arc more interested in providing psychologi- 
cal and career counseling services and may view advising as less important 
(Crockett. 1985); consequently, advising may be given a low priority among 
the variety of tasks that counselors perform. 

Peer Advisers. Peer advisers are used much more widely in advising 
dclivcn systems on four-year than on two-year college campuses, although 
the gap appears to be narrowing. Peer advisers have been rated as effective 
as faculty advisers in terms of both provision of information and the 
student s personal satisfaction with the adviser. Further, these advisers have 
been rated higher than faculty on interpersonal dimensions of the advising 
relationship. Peer advisers arc also accepted more readily by students and 
mav contribute to significantly lower attrition rates (Hablcy, 1979). 

Peer advisers rate highly in terms of accessibility and availability to 
students, since their hours are flexible and they can work in a variety of 
locations. While advising is generally a priority for the peer adviser, there 
mav be difficulty in balancing the advising and the student role. Peer advisers 
mav also lack objectivity regarding professors and courses. 

Peer advisers generally do not have the knowledge of courses and 
programs attributed to faculty and professional advisers, or knowledge of 
student development theory. Consequently, for a peer advising program to 
be successful, careful selection, training, and ongoing supervision are 
critical. 

Lower cost is an obvious advantage of a peer advising program, as 
salaries are generally low. Peer advisers also free up professional advisers to 
do more in-depth advising. They can also increase student use of advising 
services as students feel more comfortable with other students than with 
professionals. On the negative side, an effective peer advising program 
requires significant professional staff time for training, supervision, and 
evaluation. Also, there is a lack of continuity and sometimes accountability 
because of graduation. 

In summary, for a peer advising program to be effective, special atten- 
tion must be given to adviser selection, training, supervision, and evaluation. 
When that attention is given, peer advisers can be a very valuable supple- 
ment to an advising delivery system. 

Paraprofrssional Advisers. Paraprofessionals are not students but arc 
generalh people v\ ith at least an associate degree who have an interest in 
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working with students. In one community college model (King, 1979), 
paraprofessionals included retired persons, homemakers, faculty spouses, 
and individuals employed in different occupations during the daytime. 
Alumni have also been effectively used in this capacity (Kerr, 1983). 

The advantages and disadvantages of a paraprofessional advising system 
arc similar to those of a peer advising system. Paraprofessionals arc acces- 
sible, economical, enthusiastic, and committed, and their use frees up the 
professional adviser or counselor for more in-depth advising with students 
who require such extra service. In addition, advising is their priority, and 
generally there is continuity from year to year. However, careful selection, 
training, and supervision remain critical for an effective system. Paraprofes- 
sionals, like peers, arc most effective when used in conjunction with a faculty 
or professional advising delivery system rather than as the sole deliver)' 
method. 

An ideal System? Is there an ideal advising model and deliver)' system 
for community colleges? In my opinion the answer is yes. 

The ideal model is the total-intake format in which there is a centralized 
advising office with a full-time director and staffed by full-time advisers or 
counselors and part-time faculty and paraprofessionals or peers. These 
advisers would be carefully selected, receive systematic skills training, have 
advising as a specific responsibility, and would be evaluated and receive 
appropriate recognition and reward for effective advising. 

This office would provide, at a minimum, all initial advising for stu- 
dents. Ideally, advising through that office would continue throughout the 
students first year, at which time students would be assigned to faculty 
advisers in their own programs of study. 

The advising office would work closely with the offices that handle ad- 
missions, financial aid, registration, counseling, placement testing, and aca- 
demic support services, as well as with academic departments. 1 1 would have 
the responsibility for the development, maintenance, and distribution of 
advisingfiles,forevaluationoftheadvisingsystcmandadviscrs,forprescrvice 
and in-service training for all advisers, for development of both adviser and 
advisee handbooks, and for coordination of a freshman seminar program. 

There arc many advantages of this ideal model: (1) It utilizes the best 
advising resources during the times that arc most critical to student success 
and retention. (2) It provides well-trained advisers with student develop- 
ment backgrounds to assist students during the first semester or year when 
they arc most apt to explore various programs and declare or change majors. 
(3) It provides the expertise of faculty when students are more settled in 
their programs and need faculty assistance in making connections among 
current study, future study, and work. (4) It provides a way of easing heavy 
faculty advising loads. And (5) it guarantees that advising services arc 
coordinated. 
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Adviser training in community colleges serves not only as a powerful 
retention strategy but also as a team-building staff development 
activity. 



Adviser Training in the 
Community College 

Portia K. Weston 



An academic adviser training program benefits an institution in many ways. 
Not only does it contribute to more effective advising services for students, 
which enhance student growth, satisfaction, and persistence, but it also 
contributes to enhanced communication among faculty and staff. 

The Case for Adviser Training 

In developing an adviser training program, it is important, first, to consider 
the background and posi tion of those receiving the training (Gordon, 1 984). 
For example, a program for counselors would differ significantly from one 
for faculty. However, no matter whom the program is designed for, an 
effective training program helps to integrate all advisers into the culture of 
the college, as members of the educational "team." Adviser training also 
serves a number of other functions: ( 1 ) It builds an understanding of how 
the various components of the campus interact. (2) It reduces barriers 
between administrative, academic, and student service functions. (3) It 
creates an understanding of the contribution of the individual adviser, 
faculty member, or counselor to the whole process of educating students. 
For example, the English instructor trained in developmental advising is 
enabled to see his or her course in the context of a continuum of student 
learning. The instructor thereby envisions himself or herself as a part of an 
integrated network of colleagues devoted to the education of students. And 
(4) it is an effective tool in the process of creating a student-centered 
institution. 
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Effective Adviser Training in Community Colleges 

The following components reflect an effective adviser training program: 

Clearly stated campuswide mission or policy related to academic advising 
Clearly defined objectives and goals of the training program 
Sequential sessions, which allow assimilation and affirmation of key con- 
cepts 

Informational and conceptual content and relational skills 
Preser\ ice and in-scrvicc training 

Evaluation of the training program, with appropriate adjustment based on 
evaluation 

Informational Content 

Informational content is that which the adviser needs to know about the 
college, including the resources available to enable the student to make 
appropriate decisions. This content includes 

Institutional mission or statement of purpose 
Advising mission or statement of purpose 
Goals and objectives of the training program 
Deliver)* system of advising services 

Printed items: forms, handbooks, fact sheets, and program sheets 

College systems: flow of student-institution interaction (referrals, transcript 
evaluation, and others) 

Rules and requirements: policies, degree requirements, prerequisites, ex- 
emptions, advanced placement, and others 

Resources: financial aid, career planning, counseling, academic support 
services, disabled student services, college survival courses, health ser- 
vices, minority affairs, job placement, transfer student activities, com- 
munity liaison services (mental health department, health department), 
and others 

Student information systems: computer or paper-based (how to use; issues 

regarding confidentiality) 
Characteristics of the community college student, both national and local, 

including age, educational background, and family status 
Special populations: returning adults, minorities, and first generation 
Particular needs, expectations of special populations 
Records and files 

Conceptual Content 

Conceptual content refers to what an adviser must understand about the 
advising process, including the definition of academic advising, adviser and 
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student rights and responsibilities, and the relationship of advising to the 
institutional mission. Elements included in conceptual content are 

Institutional mission or statement of purpose and how the advising system 

enhances or supports it 
Advising mission or statement of purpose and how individual advising 

enhances or supports it 
Developmental orientation of O'Banions (1972) advising model 
Advisers' rights and responsibilities 
Students' rights and responsibilities 
Legal implications of advising 
Relationship of advising to other services 
Student and adviser expectations in the advising process 

In the process of guiding a student through the education system, there 
arc opportunities to enhance the student s development in various life skills. 
The adviser needs to learn how to guide students in goal setting, decision 
making, and values clarification. 

Relational Skills for Advisers 

Generally, relational skills for advisers refer to behaviors of the adviser in 
relating to the student. The content includes such topics as ( 1 ) interviewing 
skills: organization of the interview, phases of the interview, interviewing 
structure as a mechanism for effective use of time; (2) questioning skills, 
including types of questions (open-closed, leading-neutral, primary- 
secondary): (3) listening skills: enhancers and harriers, and active listening; 
(4) nonverbal communication; and (5) referral skills. 

Types of Adviser Training Programs 

The most effective training for community college advisers is designed to 
include sequential sessions. Each session has a distinct focus and builds on 
previous knowledge gained through the training. If we assume that advisers 
"develop" in much the same way as students, sequential training is mean- 
ingful. An effective way to develop master advisers is to require "nuts-and- 
bolts" informational training before any advising occurs and then to assign 
the novice adviser advisees of his or her own to work wi th while progressing 
through the remaining sessions. It is important in such a process that the 
novice adviser have support, in the form of either an advising office, a 
department head, a mentor, or a master adviser. In this way, the new adviser 
can apply what is learned in the classroom to the real-world context of 
advising. 

Another method of sequenced training is for new advisers to work 
through training modules created by the advising office or whoever is 
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responsible for coordinating advising services. These modules may be self- 
paced units, studied individually or in groups. An advantage of this system 
is that it provides consistent training to participants; a disadvantage is that 
it takes quite a bit of time to create modules and keep them current. Other 
methods for adviser training include the following: 

One-day workshops. These workshops cover the same topics as sequen- 
tial training sessions but do so all in one day. Some workshops have follow- 
up components. 

Mentoring/master adviser. In this method, a new adviser is assigned to a 
practicing adviser for a designated period of time. It is assumed that through 
observation and individual instruction the new adviser will learn the neces- 
sary skills and information. A weakness of this system is that it may be 
inconsistent in its delivery of information and values and may not provide 
the broader linkages with other components of the campus community. 
Another version of this method is for a new adviser to participate in a formal 
training session and then be assigned to a mentor. 

On-the-job framing. Many institutions that say they do not have adviser 
training programs in fact have on-the-job training programs. Especially in 
community colleges, where more faculty are required to advise than are 
required to have training, it is evident that advisers are expected to learn as 
they go. Obvious weaknesses of this method include perceptions of advising 
activities as mere matters of scheduling, inconsistency of delivery, inaccu- 
rate information, dissatisfaction among those who are asked to perform 
duties that they feel ill-equipped to manage, and dissatisfaction among 
students. 

Any comprehensive training program should aiso incorporate ongoing, 
mandator)', in-service training, including refresher courses on relational and 
conceptual components of advising and updates on informational components. 

Training Techniques 

There are a number of techniques available for training advisers. Exemplary 
programs employ a variety of techniques, including some that require active 
participation by advisers. Examples include external presenters (often used 
to kick off the training program), internal presenters (such as counselors, 
department chairs, and financial aid stafO, discussion groups and brown- 
bag lunches, panel sessions, brainstorming activities, simulations (video- 
tapes and discussions), and case studies. 

Model Training Outline 

The following model training outline was developed at Greenville Technical 
College and is used to train new university transfer-division faculty and full- 
time advisers. Each session is approximately two hours in length, and the 
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entire program is spread throughout the academic year. Advisers complete 
sessions 1 and 2 and are then assigned advisees; consequently, they have 
already begun working with students when they go through the remaining 
training sessions. 

Session 1: "Nuts and Bolts" (may require two, two-hour sessions) 

1. Institutional mission and the mission of the advising system 

2. Description of the advising system and rationale for its organization 

3. Definition of developmental academic advising 

Review of developmental advising theory 
Why advising is important 

4. Responsibilities of the adviser 

Legal responsibilities 
Confidentiality of student records 
Availability to students 
Working with the undecided student 

5. Community college student: characteristics 

6. Tools for advising 

Adviser s resource book or handbook 

Flowchart showing college systems such as admissions and student 

records 
Prerequisite sheet 
Course list 

College catalogue (required reading) 

Placement testing, including procedures, test interpretation, and use 
of results 

7. Role of advising center 

8. Question and answer 

9. Advising center tour 

Session 2: Student Records 

1. Questions (from prior session) 

2. How to access the student records system (paper or computer) 

3. Information available to advisers 

4. Responsibilities of the adviser in regard to record maintenance and 
confidentiality 

Session 3: Resources 

1 . Questions (from prior sessions) 

2, Referrals 

Definition of referral (it is not only for problems!) 
When to refer 

How to make an effective referral 
Legal responsibilities (review) 
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3. Types of referrals and identification of individuals and offices appropri- 
ate for each 

Academic issues 
Financial concerns 
Health concerns 
Logistics problems 

Transportation 

Housing 

Child care 
Choosing a career, major, or transfer 
Personal concerns 

Counselors on campus 

Outside agencies 

Disabled services 

Student activities 

Session 4: Relational Issues 

1 . Questions (from prior sessions) 

2. Overview of the communication process 

Verbal 
Nonverbal 

3. Interviews 

Basic organization 
Types of questions 

4. Listening 

Barriers to effective listening 
Results of poor listening 
Active listening 

5. Personality types; understanding one's own style and how that affects 
advising relationships 

Abbreviated Mycrs-Briggs personality inventory 
Personality type and relationships 

6. Relational skills to develop with advisees 

Helping students identify goals 
Helping students clarify values 
Helping students make decisions 

Session 5: Advisingasa Means of Enhancing Student Growth and Retention 

1, Review of previous sessions: rccmphasizc mission statements (institu- 
tional and advising) 

2, Question and answer (from prior sessions) 

3, Advising as means of retention: role-play situations where the adviser 
could intervene 
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4. Final exam! Advising as a developmental process (ungraded quiz where 
adviser identifies developmental advising behaviors) 

Conclusion 

It is clear that community colleges need to address the issue of adviser 
training. Effective adviser training is an imperative in any strong, effective 
advising program. As an increasing number of institutions begin to develop 
comprehensive advising programs, they must also develop training pro- 
grams with components that serve the needs of the student, the adviser, and 
the institution. Adviser training must also take into account the character- 
istics, skills, and abilities of those receiving the training. The training 
program should focus on the development of effective advising skills. Those 
institutions that address adviser training carefully are those that reap the 
broad benefits of enhanced student satisfaction and persistence and en- 
hanced communication among all segments of the college community. 
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Evaluation of the advising system and of the advisers and recognition 
and reward for effective advising are hey components of an institutional 
advising program. 



Evaluation, Recognition, and Reward 
of Academic Advising 

Buddy Ramos 



The purpose of this chapter is to examine the role of evaluation and of 
recognition and reward in the organization and delivery of academic advis- 
ing in the community college. I discuss the many benefits for students, 
advisers, and administrators that can come from implementing an evalua- 
tion process and identify factors that must he considered in doing so. 

If an institution is going to undertake an evaluation program, it cannot 
be done in isolation. If an institution docs not have an adviser training 
(development) program in place, then it docs not make sense to evaluate 
individuals who have not been informed about how to perform their 
responsibilities or programs. Moreover, an institution must convey the 
importance of academic advising to advisers by recognizing and rewarding 
their efforts in the field of advising. The needs of students and prospective 
students place a heavy demand on advising services in the community 
college. Advisers generally arc student-oriented and work hard in helping 
students achieve their goals. While advisers experience many intrinsic 
rewards from working with students, the likelihood of adviser burnout is 
increased if some manner of external recognition and reward is not present. 

Assessment and Evaluation 

The existence of a developmental advising program docs not necessarily 
mean the presence of an evaluation process. Recently, I visited the campus 
of a wcll-rcspcctcd midwestern community college for the purpose of giving 
the advising staff feedback concerning their academic advising system. The 
system was impressive in many respects: Advisers practiced developmental 
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academic advising, the mission was clearly stated, and there were substantial 
publications, facilities, and computer support. When asked questions about 
how students felt about the advisers and the advising system, the level of 
satisfaction with advising, and which measures were used to ascertain the 
effectiveness of the advising on campus, the nature of the response was, 
"Well, we tried an evaluation a few years ago and no one really liked it; and 
anyway we know we are doing a good job." While this type of response is 
certainly disappointing, it is not surprising. In fact, it was well illustrated by 
the four national surveys on academic advising conducted by the American 
College Testing (ACT) Program in 1979, 1983, 1987, and, most recently, 
1991 . The good news is that since the first survey, there has been a steady 
increase in the number of community colleges reporting institutional en- 
gagement in a regularly scheduled method of evaluating advising on their 
campuses. The bad news is that approximately six out of ten institutions do 
not undertake systematic evaluation of the effectiveness of their advising 
programs. In addition, evaluation of individual advisers is also not particu- 
larly common (Habley, 1988, p. 54). 

If we expect a quality product, we need to check periodically on the 
status of that product. Why does this notion seem to fall apart when applied 
to academic advising? Certainly, there is ample documentation of the 
positive impact of academic advising on a student s academic performance 
and personal satisfaction with his or her college experience (Winston and 
others, 1984). Evaluation of academic advising can enhance advising ser- 
vices and can be used to develop a needs assessment, reorganize personnel, 
and plan future administrative policy (Grites and Kramer, 1984). Addition- 
ally, evaluation results can .upport merit recognition raises, promote budget 
changes or increased administrative support, point out areas of need for in- 
service training, and determine effectiveness of advisers and advising pro- 
grams (Crockett, 1983). Many evaluations have addressed the positive 
relationship that exists between good advising and student retention (Noel, 
1985; Forrest, 1985). 

Considerations in the Design and Implementation 
of an Evaluation Program 

The National Academic Advising Association (NACADA, 1989) in a posi- 
tion paper on assessment provides all institutional types with key questions 
to consider and specific guidelines and recommendations in implementing 
an evaluation process on college campuses. The predominant themes 
outlined in the NACADA position paper arc as follows: First, the content for 
evaluating advising should include standards and guidelines for evaluation 
of both individual advisers and advising programs. In the evaluation of 
individual advisers, NACADA proposes eight components of developmen- 
tal advising that need lo be assessed: ( 1 ) assist students in self-understand- 
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ing and self-acceptance (values clarification, understanding of ab iities, 
interests, and limitations); (2) assist students in their consideration jf life 
goals by relating interests, skills, abilities, and values to careers, the world 
of work, and the nature and purpose of higher education; (3) assist students 
in developing education plans consistent with life goals and objectives 
(alternative courses of action, alternate career considerations, and selection 
of courses); (4) assist students in developing decision-making skills; (5) 
provide accurate information about institutional policies, procedures, re- 
sources, and programs; (6) make referrals to other institutional or commu- 
nity support sen-ices; (7) assist students in initial and continuing evaluation 
of progress toward established goals and education plans; and (8) provide 
information about students cither individually or collectively to the institu- 
tion, colleges, or academic departments. In terms of these eight factors, it is 
apparent that NACADA recommends that advisers receive feedback on th«* 
extent to which their advising is developmental. In fact, the first three 
components listed arc the first steps identified in O'Banion s (1972) model 
of academic advising, a model often credited with establishing the concept 
of developmental academic advising. 

Second, NACADA suggests that advising programs measure their effec- 
tiveness based on the following criteria: 

Mission: Is the purpose of advising clearly stated, known, and regularly 

reviewed? Is the mission of advising related directly to the mission of the 

institution? Are the mission of the institution and purpose of advising 

stated in the catalogue for students to read? 
Selection: What are the criteria for selecting advisers? Is the process open, 

clear, and regularly reviewed? 
Orientation and training: Is there initial and ongoing training of those who 

serve as advisers? Is this training updated and reviewed regularly? 
Communication: What is the process for sending and receiving information 

about the advising system and advisees? Is the information adequate. 

complete, clear, and available in a regular and timely fashion? 
Reward and recognition of the individual adviser: Is there an established. 

known, and operating system of evaluating advisers, recognizing 

strengths and weaknesses and rewarding accordingly? 
Evaluation of the advising system: Is there an established, understood, and 

effective system of evaluating the advising program, recognizing 

strengths and weaknesses and distributing resources accordingly? Are 

the data gathered regularly acted on? 
Seeds assessment: Is there a regular process to assess the needs of the system. 

the advisers, the students, and the institution? Is there a way of regularly. 

adequately, and correctly obtaining necessary data about advising? 
Deliver) sxstcm: Is there a structured, clear, predictable, and efficient 

academic advismg delivery system? Is it known to others at the institu- 
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tion, especially potential advisees? Is the process regularly reviewed to 

ensure that it is effective and achieving the mission and goals? 
Support: What is the level of support for the advising program in such areas 

as budget, staffing, publicity, and consultation? Is the advKiii-.; program 

supported by faculty, administrators, other advisers, advisees, and 

related campus personnel? 
Resources: Are there sufficient resources such as facilities, books, staff, and 

computers to enable the mission of the advising system to be fulfilled? 

Is the question of resource adequacy regularly reviewed? 
Critical issues: Arc such matters as confidentiality, access to advising, and 

fairness in advising considered and dealt with as part of the advising 

system? Is there an accepted code of conduct and a system whereby such 

issues can be raised and addressed? 

An effective evaluation program not only provides the student with an 
opportunity to assess the advising services that he or she has received but 
also provides an opportunity for advisers, administrators, and faculty to 
have input into the process. Perspectives of all members of the campus 
community have value and should be used in making important decisions. 
Probably the most critical factor an institution must consider in implement- 
ing an evaluation program is how results of the evaluations arc to be used. 
It is my belief that the primary use of an evaluation process is to improve 
advising individually and programmatically, thereby enhancing advising 
services and student satisfaction. 

Institutions need broad support on their campuses in order to imple- 
ment an evaluation process. Several factors should be considered when 
building this support. First and most essential is administrative support. 
Without such support, the likelihood of a meaningful evaluation program 
is remote. Second, the advisers should have input into the evaluation 
program. When advisers arc included in the selection or development of an 
evaluation instrument and in the design of the process, they have greater 
ownership of the program. Another area for adviser input is the determina- 
tion of how the evaluation results are to be used. Results may be used in 
either a formative or stimulative manner. Formative evaluation involves 
provision of feedback at regular intervals to improve the advising process. 
Stimulative evaluation is designed to help administrators arrive at final 
judgments concerning the advising process. Whichever method is chosen, 
consensus will be more easily obtained if those who are to he involved arc 
participants in the development of the evaluation program. 

Evaluation Model al Johnson County Community College 

The purpose of focusing here on the evaluation process at Johnson Count) 
Community College (JCCO, in Overland Park, Kansas, is not to suggest that 
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it is the ideal model. Rather, it illustrates one institution's attempt to 
implement some of the principles previously mentioned. As institutions 
become involved in an evaluation program, they will readily discover that 
it is an evok ing process. Mistakes will be made and modifications will be 
necessary. Flexibility is an important ingredient. 

Academic advising at J CCC is delivered by professional counselors lo- 
cated in a centralized location. For the sake of clarity, advisers are referred to 
here as "counselors." Students arc seen on a walk-in basis, but they may also 
make appointments with their counselors. Evaluation of advising at JCCC 
consists of Tour primary methods: five-year program review, annual tele- 
phone survey, student evaluation form, and supervisor performance review. 

Five-Year Program Review. The five-year program review provides the 
JCCC Counseling Center with the opportunity to evaluate its perceived 
effectiveness in the following areas: mission, service area functions, service 
area clientele, accreditation, service evaluation, facilities and equipment, 
personnel, financial resources, methods and technology, community service 
and participation, professional activities, and professional development. 

The center rates itself in each area on a scale from "very strong" and 
"satisfactory" to "needs improvement," "major concern," and "not appli- 
cable." Supporting documentation and written comments may also be used 
to further explain any one of the ratings. Thissummative form of evaluation 
gives the center a valuable opportunity to highlight for the administration 
some of the significant contributions of the center during the previous five- 
year period. More important, this information is used to identify deficiencies 
and to establish the need for more space, additional staff, increased techno- 
logical support, more staff development opportunities, and so on. 

Telephone Survey. The annual telephone survey of students is the 
second method by which the counseling center evaluates its advising 
services. This survey is conducted (typically in November) by a private 
market-interviewing firm hired by the college in conjunction with thcJCCC 
Institutional Rcseaich Office. Survey recipients are randomly selected and 
arc asked the following questions: 

"How ofti ^ have you used the counseling center within the last year?" 
"Why diiln t you use the counseling center? Was it because . . . ?" 
"In what way was it inconvenient? Was it . . . ?" 

How would you rate (excellent, good, average, fair, or poor) the counseling 
center on each of the following?: 

Attitiulc oj stuff: Was the staff helpful, friendly, courteous, pleasant, and 
so on? 

fOumJcdgc or competence of the staff: Did they know what they were 

doing? Did you get your questions answered? 
A( c c\ssi/>i/irv : How easy was it to use the service (hours, days, location, 

and so on)? 
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Your overall satisfaction: Did you get what you wanted? What would you 
say are the primary strengths of this service? What would you say 
arc the primary weaknesses of this service?" 

Replies to the questions are then tabulated and the verba), responses are 
transcribed. Results are given to the dean of students and the program 
director of counseling, who then shares them with the entire counselingstaff. 

This formative evaluation allows the entire counseling center staff 
(receptionist, secretaries, student development assistants, and counselors) 
to receive feedback about how well the system is working from the stand- 
point of the most important source, the student. 

Student Evaluation Form. Counselors arc evaluated by students on a 
monthly basis. By random selection, ten students per counselor receive an 
evaluation form in the mail. These students are selected from counseling 
center sign-in sheets on which all students arc asked to record their names 
and social security numbers. Upon completion of the evaluation form, it is 
mailed back to the JCCC Institutional Research Office, where the results are 
tabulate! and verbatim comments transcribed. Once a year, each counselor 
receives his or her student evaluation results and is able to compare his or 
her individual performance to mean scores for all the counselors in the 
center. 

The evaluation form allows students to rate counselors on a scale from 
' excellent" and "above average" to "average," "below average," "poor," and 
"not applicable" on the following categories: (1) Professional manner: Did 
counselor show courtesy, genuine interest, and respect and listen carefully? 
(2) Knowledge; Was counselor knowledgeable about JCCC courses and 
programs, transferring to colleges and universities, educational and career 
opportunities, JCCC policies and procedures, and resources and services at 
JCCC? (3) Effectiveness: Did counselor help resolve a problem or question 
satisfactorily, achieve a realistic understanding of options available, and so 
on? There is also an overall rating. 

The counseling center is also able to gather information from the 
student regarding the nature of the contact (that is, career, personal, and so 
on) and demographic information such as sex. age, and part-time versus full- 
time and day versus evening enrollment. Students are also asked to answer 
either "yes," "no," or "not sure" to the following questions: 'in general, did 
you get the help that you needed?" "Would you consult with this counselor 
again, or would ynu : eeommend this person to someone else needing similar 
help?" 

Students also have the opportunity to make any additional comments 
concerning the counselor with whom they have met. The results of this 
evaluation arc used strictly in a formative manner. Counselors benefit from 
comparing tbeir own performance from year to year and appear to take great 
pride in observing improvements in specific areas. 
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This evaluation process, more so than any other at JCCC has required 
the most effort to design, implement, and maintain. Additionally, the 
program has evolved into its present form with many modifications, primar- 
ily in details of process. The most important ingredient in the success of this 
program has been the involvement of the counselors. Counselors were 
included in the design of the evaluation form and in the process of how the 
forms are administered and delivered. Without their input, this program 
would never have become a reality. 

Superv isor Performance Review. The review by the program director 
of counseling provides feedback to the counselors regarding their perfor- 
mance. It is a summativc evaluation in which all aspects of the individual 
counselors work, such as student contact, committee work, and courses 
taught, are considered. The evaluation is also used in the rehiring process. 

Summary of Evaluation 

As previously stated, the most important aspect of an evaluation program is 
planning how the results will be used to improve the advising program and 
thereby positively affect students lives. Evaluation is best seen not as a threat 
but rather as a powerful tool that involves gathering information on appro- 
priate structures, processes, personnel, and activities in order to determine 
through careful study and appraisal their significance and value (National 
Academic Advising Association. 1989). 

Recognition and Reward of Academic Advising 

It is not surprising that the recognition and reward of academic advising in 
the community college (and in all institutional types) has consistently 
ranked lowest on all four of the ACT Program's national surveys in terms of 
how advising programs rated their own effectiveness. In the third survey 
(Habley. 1988), respondents were asked to consider both the current 
effectiveness and the progress made in the prior five years on the following 
eleven organizational and administrative variables: advisee information, 
meeting of students needs, adviser traits, campuswidc communication, 
program economy, adviser selection, campuswidc coordination, account- 
ability, training, evaluation, and recognition and reward. 

Not only is recognition and reward still considered the least effective 
area ol endeavor, it is also the area in which the least amount of progress has 
occurred. While the reasons for this may van* depending on the structure 
and culture of individual campuses, some of the overriding factors arc as 
follows: 

Lack of administrative support. Without administrative support, all other 
efforts to reward advisers are destined to fail. Administrators must be 
convinced of the positive effects that good advising can have on students and 
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the institution as a whole. Strategics to enlist this support will differ from 
institution to institution. Recommendations for developing this support are 
given later in this chapter. 

Lack of an effective adviser training and evaluation program. As previously 
stated, withoutadequatctrainingandevaluation, it is senseless, if not impossible, 
lo reward effective advisers. This recognition and reward process develops from 
the ground up. If people are not prepared to properly perform their jobs and arc 
unclear about job expectations, how can they be fairly evaluated? If individuals 
are not evaluated, on what basis are they to be rewarded? 

Lack oj recognition of advising as an integral part oj a faculty member's 
responsibility. This factor is more of a concern for models in which advising is 
performed by a decentralized faculty as opposed to a centralized professional 
advising staff whose primary mission is to advise students. In a faculty-based 
system , advising is often expected of faculty yet is given little or no consider- 
ation as part of tenure or promotion decisions. If it is, it is weighed very lightly. 
Nor is effective advising recognized in other ways. Advisers and administra- 
tors must correct this situation. 

Lack of knowledge oj an appropriate reward structure. If administrators 
determine what is appropriate for a reward and the advisers do not value 
this choice, nothing has really been accomplished. Therefore, a necessary 
and important first step in developing a recognition and reward scheme is 
to involve the advisers in order to ensure that the reward is viewed as 
meaningful. Following is a list of possible approaches to faculty adviser 
recognition and reward methods, together with the percentages of com- 
munity colleges utilizing them as reported from the 1987 ACT survey 
(Habley, 1988. p. 42); 

Release time from instruction (4.3 percent) 
Release time from committee work (1.1 percent) 
Release time from research expectations (1.1 percent) 
Salary increments for time spent in advising (2.1 percent) 
Major consideration in promotion and tenure (2.1 percent) 
Minor consideration in promotion and tenure (6.4 percent) 
Awards for excellence in advising (1.1 percent) 

Institutions must be innovative in their approaches to the recognition and 
reward of advising activities. They need not be restricted to the forms of 
recognition and reward listed above, and institutions can speak most loudly 
by allocating some budgetary consideration for an effective recognition and 
reward program. 

Suggestions for Implementing a Recognition and Reward Program 

Puffer (1990) has suggested eight ways to develop an effective service 
reward system. Although not designed specifically for advising or even for 
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an educational setting, the process merits attention. Puffer's (1990, pp. 8- 
12) eight general guidelines for developing a recognition and reward pro- 
gram are as follows: 

Define objectives. Is the primary purpose of a recognition and reward 
program to improve productivity? Lower error rates? Improve customer 
sen-ice? Basically, what is to be accomplished by implementing such a 
program? A clear definition of these objectives in ways that show how the 
organization and staff will benefit helps people at various levels buy into the 
program and helps to enlist vital support from top management. 

Lead by management example. Top management needs to make a total 
and continuing commitment to recognition and reward programs. Without 
this commitment, staff see the efforts, however well intentioned, as empty 
gestures. 

Develop specific criteria. Good criteria define the specific kind of perfor- 
mance that will be rewarded and provide measurable guidelines to help 
track and fine-tune the program over time. Goals must be challenging, yet 
achievable lor all concerned. 

Use meaningful rewards. Puffer stresses the point that no reward and 
recognition program can adequately compensate for low salary levels. 
Further, the institution must recognize that todays worker is often moti- 
vated by such things as equity, status, power, family and leisure time, and 
self-development. A combination of awards, workplace perks, public recog- 
nition, and written commendations can be very effective. 

Involve staff. Involvement of staff in the early stages of planning and 
throughout the entire process helps to ensure that they will be more 
dedicated to the success of the program. 

Keep communications clear. If recognition and reward programs are 
going to be effective, they need to be understood. Use kickoff events, 
periodic updates, and internal communication channels to keep people 
informed and enthused. It is important to ask for feedback and to listen to 
staff as the program grows and changes. 

Reward teams. Rewarding of teams rather than of individual efforts may 
allow everyone on a team to share equally in a reward when a goal is met. 
Or a combination of team effort and individual reward can be established. 

Manage over the long term. To succeed over time, recognition programs 
should be part of a comprehensive effort to improve institutional perfor- 
mance. The desire to improve service quality, productivity, and so on must 
become part of the overall institutional philosophy. Otherwise, recognition 
programs become (lash-in-thc-pan affairs that occur whenever there is a 
problem but have no lasting benefit to the institution. 

Puffer s guidelines help institutions to consider important factors before 
embarking on a recognition program. Certainly, institutions will have to 
develop their own strategies based on an understanding of their particular 
institutional cultures and the available resources. 

Jerry Steiner from Chcmeketa Community College in Salem, Oregon, 
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with the assistance of Maricopa County Community College, Tcmpe, Ari- 
zona; Kirkwood Community College, Cedar Rapids, Iowa; Johnson County 
Community College, Overland Park, Kansas; Santa Fe Community College, 
Gainesville. Florida; Central Piedmont Community College, Charlotte, 
North Carolina; and Dallas County Community College, Dallas, Texas, has 
compiled a list of ideas for recognizing community college staff contribu- 
tions (Steiner, 1990). A partial list of these ideas follows; 

Cash merit awards (SI 00-51 ,000) or in-kind personal computer hardware 
or software for specific projects or an accumulation of special projects 
awarded by the dean. 
Presidential awards, including engraved pen or pen-and-pencil sets, restau- 
rant dinner certificates for groups or individuals, and coastal motel 
certificates awarded for special achievement or merit as appropriate. 
Quarterly bulletin board display called "Street of Stars," recognizing staff 
members for various special achievements or outstanding performance. 
Annual ceremony to recognize staff, including presentation of special pins 
for one, five, ten, fifteen, or twenty years of service, and special plaques 
for retirees (note that colleges may van* on years of service). 
Special annual awards with special plaques: a presidential award to recog- 
nize a staff member who has shown exemplar)* service to the college 
staff, students, or the public; an Innovator of the Year award to recognize 
a staff member who has designed an innovative approach, program, or 
process. 

Staff nominate fellow staff members to a committee for selecting an "ambas- 
sador" award recipient to recognize special accomplishments, ideas, 
extra efforts, good deeds, and other outstanding activities that take 
place throughout the year. 
Each campus annually selects one outstanding staff member in each of the 
following areas: faculty, administration, support personnel, part-time 
faculty, and maintenance and crafts. 
Each campus annually selects one college wide Innovator of the Year. A 

districtwide innovator is also selected among the various campuses. 
Survey is conducted of all graduates as well as nongraduatcs who have 
completed fifty hours or more but are no longer students. From the 
information received, a brochure is published with pictures of ten to 
fifteen faculty and quotes from students citing the differences that those 
faculty members have made in their lives. 
Quarterly publication highlighting eight to twelve staff members and their 
positions within the college, including staff from all areas of the college 
community. 

Staff members may nominate staff for "extra effort" awards to recognize 
those who go "above and beyond" for the good of the college, with a 
presentation ceremony in the president's office. 

i . 

» A 

ERJC 



Evaluation, Recognition, and Reward 73 




Conclusion 

The evaluation and assessment of individual advisers and advising programs 
is essential for the development of stronger advising services in the commu- 
nity college. A program to recognize and reward individual advisers and 
advising systems for exemplary service will do much to enhance the status 
of these individuals and systems and as a result improve the quality of service 
provided to students. 

Progress in these areas has been slow over the last decade, but it is 
showing signs of improvement. Community colleges, because of a unique 
ability to respond quickly to needs in higher education, can provide the 
leadership for all colleges and universities to develop and implement 
evaluation and recognition programs. The more that these topics are dis- 
cussed, written about, and presented at conferences, the greater the likeli- 
hood that all institutions will sec the benefit of engaging in such activities 
and thereby advance the status of academic advising in higher education. 
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There are specific factors to consider and strategies to employ when 
advising students in two-year colleges. 



Advising the Two-Year Student: 
Considerations and Strategies 

Judith L Sanford-Harris 



The adviser at a community college or junior college has a difficult job — that 
of guiding students through a relatively brief but intense encounter with that 
institution. The adviser must establish a relationship with the advisee, assist 
the advisee in understanding the systems and the expectations of that 
college, and help the advisee accomplish his or her goals in what is tradi- 
tionally thought of as a two-year program. For individuals who arc new to 
advising, the task can seem overwhelming. The strategics offered herein 
were developed with the new adviser in mind but may be used by any adviser 
with any student population. 

How do we advise students in a two-year, open-enrollment institution? 
How do we meet the many and varied needs of the students? How do we help 
them to determine where they arc going (for example, transfer, career after 
two years, or dual degree) in just two years? What issues must we consider 
in working with such students? What are some of the strategics that can 
assist us in the advising process? 

Graduation with an associate degree after two years of study is less and 
less the norm. More colleges and universities arc enrolling increasing 
numbers of nontraditional students: older students, women in technical 
fields, first-generation college students, multicultural students, and stu- 
dents oi color. Family, work, and financial obligations have made a full-time 
course load less realistic for large numbers of these students. For example, 
at Bunker Hill Community College, an urban, public community college in 
Boston, where I serve as dean, only 30 pcrcem of the students take five 
courses per semester and only 1 7 percent complete the associate degree in 
two years; 50 percent take three to five years to complete the associate or 
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"two-year* degree. It is therefore important to discuss with the student that 
while an associate degree can be completed in two years, it is not necessary 
to do so. Such a discussion at the start of an advising relationship will go a 
long way in relieving the pressure and the guilt that many new students feel 
when they realize that they will not be able to carry a full course load and 
complete a degree in two years. 

Students come to two-year colleges for a variety of reasons. For some, 
the need or desire to stay close to home and to save on the cost of tuition may 
be paramount. Many come planning to transfer to a four-year institution to 
earn a baccalaureate degree and arc preoccupied with concerns about 
transferability of courses. Others enroll in career-oriented programs, hoping 
to move quickly into the job market. Their concerns appropriately relate to 
the job opportunities available after degree completion. And still others 
come with little or no idea of what their goals are or how best to attain them. 

The above situations arc even more complicated when students need 
remedial courses to enhance their basic skills. It may be difficult for some 
students to understand or accept the fact that developmental courses may 
be required before they can register for courses that count toward the degree. 
Students may resent the institution for pointing out such shortcomings or 
may be embarrassed at their lack of college-level skills. Many will be 
concerned that enrollment in developmental courses will only delay them 
further in achieving their transfer or career goals and will resist adviser 
recommendations, insisting that "things arc different now" and "I can do it." 
All of these situations present challenges to the adviser. 

Questions 

In advising any student, it is helpful to keep the following questions in mind 
throughout the advising process. Is transfer an option or consideration? 
Students need to be alerted to issues related to transfer and also encouraged 
to view transfer as an option early in the advising process. 

Are there additional academic requirements for the advisee who hopes 
to transfer to a particular college? Articulation agreements with some 
colleges and universities may require specific courses above and beyond 
those required for graduation. In order to satisfy .hose requirements, a 
student in a tightly defined program might have to take as many as twelve 
to fifteen additional credits. Where such transfer requirements exist, ad- 
vance planning is a must. It is helpful to place the graduation and transfer 
requirements side by side, or to superimpose one over the other, in order to 
determine where to fit in any ?/ Htional requirements. Students with such 
plans should be encouraged to maintain contact with the receiving colleges 
and with the home institution s transfer office until graduation. Colleges 
with computerized degree audits have a decided advantage when this type 
of planning is needed. The degree audit can accommodate any "what iF 
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scenario, including the possibility of a failed course, or changes of major 
with a resulting change in required courses. 

Must the advisee complete the associate degree if he or she wants to 
transfer? While many articulation agreements require an associate degree if 
a student hopes to enter the receiving institution with junior status, the 
student can transfer to many institutions without first earning the degree. It 
is important to remember, however, that for some students the associate 
degree and the accompanying graduation arc necessary- symbols of accom- 
plishment, sources of immediate gratification. It may be helpful in that 
situation to discuss the benefits of completing the degree and weighing them 
against the benefits of transferring after two or three semesters or quarters. 

How certain is the student of his or her education and career plans and 
how has he or she arrived at those decisions? If the student is undecided, 
reassurance should be given that indecision is normal, and suggestions 
should be made regarding resources available to assist in that decision 
making. The adviser and the student should also look at available programs 
with career and transfer tracks and options. A freshman unsure of his or her 
plans should be encouraged to keep future options open. If possible, the 
advisee should be encouraged to try to take courses for both programs, at 
least until a decision is made as to which track is preferred. Again, the task 
is to superimpose one program over the other to identify the differences, and 
then determine whether it is practical to expect completion of those courses. 

How many semesters docs the advisee wish to spend in order to achieve 
whatever goals are defined? Some students believe that they are failures if 
they do not complete a degree in two years. Some jobs may require that a 
student complete a degree before a designated date in order to be eligible for 
certain benefits or pay increases, so special planning may be required to 
achieve that goal. 

What are the students financial resources and have they applied for 
financial aid? If a student is not eligible for financial aid, how much money 
does he or she have available? If a student has to pay additional tuition for 
a fifth, sixth, or even seventh course taken in a given semester, that factor 
also must be considered. Also, if summer or continuing education courses 
are less costly, they should be pursued as an option. 

Arc there parental or other external pressures (spouse, job, and friends) 
pushing the advisee toward a particular program or degree? Hints of such 
pressure might be identified in early discussions of education and career 
plans, but they may also come up when planning the next semester s course 
strategy. Determine what the advisee's ideas and interests might be and then 
offer objective information about courses and programs that will help him 
or her make a decision. 

If placement tests are required, how did the student perform? Test 
results or previous performance in writing, mathematics, or courses with 
significant reading components may preclude a schedule with two or three 
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reading courses in a semester, or the inclusion of a course such as account- 
ing, which assumes basic reading and mathematical ability. In many cases, 
the student will need to be advised to take remedial courses to enhance his 
or her skills. The adviser must try to help the student understand the 
importance of basic skills to success in college-level courses and may need 
to cite institutional statistics that show the success rate of students who 
successfully complete developmental courses versus those who do not. 
Students need to realize that !l is not uncommon to need such courses and 
that the courses arc there to benefit, not punish, them. Above all, students 
should be encouraged not to overload themselves and need to be made 
aware that failing of prerequisite courses can change significantly the 
strategies or plans that have been worked out. 

Strategies 

For students entering an institution unsure of their future and hoping to 
"find" themselves, the strategics described below may be particularly help- 
ful. They arc. in fact, useful for any sti dent but arc crucial for the student 
who is seeking self. 

Goal Setting. Goal setting is important in many situations, but espe- 
cially where the student's education and career goals are vague, are not based 
on much thought, research, evidence, or experience, or arc totally unreal- 
istic. The student should be able to delineate more clearly his or her long- 
term goals over time, trying certain courses "on for size," gathering 
information in a nonthreatcning environment, and possibly trying intern- 
ships. In the beginning, however, it is important to help the student develop 
several short-term goals that will allow some success in a relatively short 
period of time. This approach helps to keep the student motivated. Only 
after the student has met with some success in achieving the short-term goals 
should a long-term goal be attempted. 

Goal setting is not a difficult process. The advisee can be guided through 
a few basic steps with the use of a worksheet that can be reviewed on a 
regular basis and adjusted as needed. The worksheet should include the 
following items: (1 ) goal description, (2) objectives and an explanation of 
why each is important, (3) rewards expected, (4) difficulties anticipated or 
encountered, (5) resources needed. (6) steps to be taken to reach goal 
(including timetable and completion date), and (7) new directions to take 
upon reaching the goal. Once the adviser and advisee agree on a goal, the 
advisee should be asked to consider any difficulties that might be encoun- 
tered in achieving that goal and to note them on the worksheet. He or she 
must also agree on dates by which certain tasks are to be completed and on 
an appropriate deadline for attempting to accomplish the goa\ The advisee 
must then meet with the adviser on a predetermined sc.icdulc (daily, 
biweekly) to discuss current progress toward the goal and to determine 
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whether any modifications in the goal or the timetable are needed. By 
approaching each goal in a series of small steps, the student is less likely to 
be overwhelmed at the start or discouraged by small setbacks. 

The process of goal setting can be particularly effective with an advisee 
who has set an unrealistic goal. By working through the various steps on the 
worksheet, the student may become aware of obstacles (possibly for the first 
time) or may acknowledge the fact that the goal needs to be modified. For 
example, the advisee who is attempting to juggle myriad responsibilities 
while struggling through a nursing program may finally agree that changes 
in some part of his or her life must be made if the goal of successfully com- 
pleting the program is eventually to be reached. 

Not all goals must be academic. The student may want to learn to be 
more assertive (which can have an impact on speaking up in class) or to 
change jobs (which may allow a better schedule or allow an evening course 
that the student needs) or tc lose weight (which would enhance self- 
esteem). The process of setting goals and the feeling of accomplishment after 
reaching those goals, in addition to resolving problems for the student, can 
have a strong positive impact on an advisee's feelings of self-confidence. 
After reaching one or two goals, a student may have more faith in his or her 
ability to continue to strive toward a long-term goal that is attainable but 
requires some persistence. 

Decision-Making Techniques. Decision-making techniques also can 
assist the adviser and the student in the advising process. Traditional 
students in particular often rely on parents, other relatives, or friends to help 
ihcm to make decisions or to tell them what to do. It is not unusual for adult 
women to be pressured by spouses or friends about programs that would be 
'appropriate" for them. And, unfortunate!}', many minority students con- 
tinue to be discouraged from pursuing certain programs and careers by 
guidance counselors, employers, and even faculty and staff. 

Ven- often, advisees expect their advisers to make important decisions 
for them. One of the most valuable tools that an adviser can offer an advisee 
is that of learning to make informed, rational decisions on his or her own. 
Students must be helped to understand that they ultimately must make 
program choices, consider career and transfer options, and weigh the advice 
offered by others. Learning how to make decisions and feeling personal 
satisfaction with a commitment to those decisions can build students self- 
confidence and reduce their dependence on the adviser or on significant 
others when making decisions. 

Most of us have developed a style of decision making that we may feel 
works for us. Those styles can be thought of as parts of a continuum, with 
those who follow their intuition at one end, and those who use a mathemati- 
cal or flow chart model or a rigidly structured system of weighing pros and 
cons at the other end. It is important that the advisee be encouraged to gather 
concrete information and that discussion center around the real and per- 



80 Acadfmic Advising 



ceived benefits, and drawbacks, of any decision. It is important that the 
adviser avoid as much as possible the expression of personal preferences or 
judgments about any choice. It is helpful, however, for the adviser to suggest 
points at which the advisee may wish to seek additional information or to 
try certain steps before a final decision is made. Library research, interviews 
with potential employers, internships in possible fields of interest, discus- 
sions with alumni in certain jobs, and career services resources, for example, 
are all possible sources of information that can be used again and again as 
a student attempts to decide on a major. The important point is that the 
adviser should provide support and encouragement and act as a sounding 
board as the advisee narrows down his or her options and eventually makes 
a decision. 

A technique that can be nicely tied to decision making is the use of a log/ 
reflections sheet (sec Figure 7.1). Such an exercise gives the student an 
opportunity to consider ideas and likes and dislikes, and to sec, in concrete 
form, a summary of her or his experiences. Figure 7.1 illustrates the reflec- 
tions of a student who is able to make connections among different courses 
and to narrow clown career possibilities for further investigation. 

Group Advising. Group advising can be a very helpful tool. Students at 
commuter colleges often work in a vacuum, coming to the campus each day 
only long enough to attend class. They often try to muddle through on their 
own or seek the advice of family and friends, who may not always support 
their efforts or who may offer erroneous information. Group advising can be 
helpful because it provides the students with an opportunity to hear from 
peers in the same or similar situations. Returning women students, minority 
students, and older students can all benefit from such group sessions. At the 
same time, the adviser is spared having to repeat the same basic information 
to every advisee. The students do some of the work for the adviser by sharing 
ideas and offering suggestions and moral support to one another. The 
adviser serves as moderator, offers information that might be of interest to 
the advisees, and makes appropriate referrals for more information and 
assistance when necessary. Group meetings may be held as frequently as the 
adviser and the group decide. Meetings may be held during a meal or snack 
to make the gathering less formal or can he called "brown-bag lunches" in 
an office or lounge. 

If group advising is not appropriate or practical, regularly scheduled 
departmental meetings for all of the students with the same major may be 
another alternative. Invite staff from various student services offices, includ- 
ing career planning and placement and the transfer advisers, to meet with 
the group and talk about career options, the students marketability, avail- 
able support services, skills developed in liberal arts and other courses, 
transferability of courses, and so on. Nontradilional students in particular 
are often hesitant to seek career and resource information. Such a meeting 
can provide them with valuable information and help them to formulate 
questions that they can also discuss with their advisers. 
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Conclusion 

The task of helping community and junior college students to plan logically 
and to make the most of their time at their colleges is complicated by the 
rapid changes in the student population, such as the demographic shift from 
traditional to nontraditional students. These changes necessitate the adviser s 
increasing consideration of important factors such as financial resources 
and the number of semesters that the student is able to devote to his or her 
college education, in addition to the usual concerns related to career and 
transfer planning. 

The approach of teaching advisees to consider the future in a self- 
directed, systematic way can improve greatly not only the student s self- 
confidence but also the adviser/advisee relationship. It dispels any inap- 
propriate expectations of the advisee concerning the adviser s role, and it 
develops planning skills that the student will be able to use throughout his 
or her life. 



Jrnim L. Saxiord-Harris is dean of students at Bunker Hill Community 
College, Boston, Massachusetts. She recently seiycd as secretary of the National 
Academic Advising Association (1990-1992). 



Effective multicultural advising requires an awareness and 
acknowledgment of cultural differences and a sensitivity to various 
individual biases. 



Advising Multicultural Populations for 
Achievement and Success 

Thomas Brown, Mario Rivas 



In Guess Who's Com ing to College: Your Students in 1 990, Harold Hodgkinson 
(1983) suggested that American colleges and universities were systemati- 
cally ignoring the rapidly increasing percentage of minorities in the U.S. 
population. He went on to charge that higher education structures had been 
weak in planning for future generations of college students, who would 
increasingly be Asian, black, Hispanic, and Native American (persons of 
color and ethnic minorities). 

In our society, general trends influence local action, and the trends are 
clear. By the year 2000, one-third of the nations population will be 
composed of persons of color (American Council on Education, 1988). 
Green (1989, p. 3) has cited data indicating that 55 percent of Hispanic 
and almost 43 percent of black students arc enrolled in two-year colleges, 
and public two-year colleges enroll more minority students than all public 
four-year colleges and universities combined (Astin, 1985). Few of these 
students ever go on to graduate from four-year institutions (Green, 1989). 
The community colleges are clearly the institutions of choice for increasing 
numbers of Asian, black. Hispanic, and Native American students. Thus, 
this sector of academe has a major leadership role to assume in order to 
meet the challenges of helping students of color enter and succeed in 
higher education. 

As demonstrated in Zwcrling (1986), community colleges have not 
done a good job of helping ethnic minority students achieve their goals, 
whether these are to transfer to four-year institutions or to complete 
vocational programs or associate degrees. Related to this poor performance 
is the fact that the likelihood of a student attaining the bachelor of arts degree 
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is reduced significantly if the student begins postsecondary education in a 
community college (Astin, 1977, 1982; Breneman and Nelson, 1981). More 
often than not, the student fails to get sufficiently involved in the academic 
experience. Astin (1985) has identified involvement — or becoming con- 
nected to their education institutions — as the key to students persistence. 

Astin (1985) and Crockett (1985) are among those who have identified 
academic advising and academic advisers as the key links between students, 
curricula, and colleges. No single student service is mentioned more in 
retention research as an effective means of promoting student retention and 
success than academic advising (Thomas, 1990). However, the recognition 
of the importance of academic advising is tempered by the fact that student 
ratings of the usefulness of advising services are among the lowest in 
postsecondary education (Boyer, 1987; Astin, 1985). 

With regard to ethnic minorities, community college advisers are on the 
front lines of American higher education. Advisers are key sources of 
information, guidance, and support for students. It is important, therefore, 
that they be fully aware of the challenges that confront them as the)' seek to 
respond effectively to the educational needs of an increasingly diverse 
student population. In this chapter, wc identify some of the critical issues 
and appropriate responses for advisers who work with multicultural popu- 
lations. 

Challenges in Developmental Advising 

In considering the goal of becoming effective multicultural and pluralistic 
professionals, advisers should commit themselves to a developmental ap- 
proach to advising (Ender, Winston, and Miller, 1984) and examine how 
this approach may be adversely affected when they interact with students 
from diverse cultural and ethnic backgrounds. The challenges confronting 
advisers who work with ethnic minorities are varied and complex; however, 
two in particular are especially important. First, advisers must develop an 
awareness of the diversity of cultural experiences in American society and 
bow these affect advising relationships. This awareness is fundamental to 
the task of establishing rapport with students of color so as to facilitate their 
full involvement in the academic enterprise. Second, advisers must help 
ethnic minority students increase their levels of competence and achieve- 
ment so that they can realize the anticipated benefits of a college education. 
A theme underlying both of these challenges is that advisers must adjust 
advising methodologies and strategic to accommodate the need of many 
students of color for more directhe. concrete, tangible responses to their 
immediate problems. 

Responding to Cultural Differences. Historically, intcrcultural rela- 
tionships in the United States could be described as bilateral, involving 
whites and blacks. Anglos and Latinos, or whites and Asians. The new 
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demographic realities have resulted in relationships that are multilateral and 
multilayered (Der, 1990). It is incumbent on all advisers, whatever their 
ethnicity, to develop and expand the knowledge and skills needed to 
interact effectively with increasingly diverse student populations. The re- 
sponsibility for helping Asian, black, Hispanic, and Native American stu- 
dents cannot fall only on Asian, black, Hispanic, and Native American 
advisers; all students need mentors who are personally interested in their 
achievement, but these mentors do not necessarily have to share their 
ethnicity. 

Values Conflicts in Advising. For advisers to succeed in cross-cultural 
advising interactions, they must become knowledgeable about how diver- 
sity is expressed in advising and how cultural differences between the 
adviser and the student can undermine the advising encounter. Further- 
more, advisers must attain the levels of sensitivity, concern, and ability 
needed to address the developmental issues that students of color bring with 
them to college, issues ranging from emerging pride in their ethnic identities 
to the potentially paralyzing effects of societal racism and discrimination. 
This latter point is important because students personal development has 
a direct impact on their readiness to pursue academic and intellectual goals 
(Schein, Laff, and Allen, 1987). 

Much has been written about how cultural differences can undermine 
communication (Sue and Sue, 1990; Pedcrson, Darguns, Lonner, and 
Trimble, 1981; LcVinc and Padilla, 1980; Tanncn, 1990). Specifically, Sue 
and Sue (1 990) have identified sources of conflict and misinterpretations in 
counseling interactions when there are differences in the cultural back- 
grounds of the counselor and counsclee. Much in Sue and Sue s model 
applies to the work of academic advisers. Indeed, many of the examples that 
they use, as well as others in the counseling literature, describe academic 
advising situations. 

Sue and Sue (1990) have described a number of generic characteristics 
of counseling, among which are the following: (1) Participants use standard 
English, (2) participants emphasize verbal communication, (3) participants 
focus on long-range goals, (4) the processes are often ambiguous and open 
to interpretation, (5) interactions are based on openness and the willingness 
of the client to share personal or intimate information with the counselor, 
and (6) ihe process focuses on the needs of the individual. They also have 
described third world group variables that relate to the counseling of Asians, 
blacks, Hispanics, and Native Americans. These variables differ from the 
generic characteristics of counseling, which are associated with white 
middle-class values, in that (1) standard English may be the second lan- 
guage, (2) the client is action-oriented and focuses on immediate, short- 
range, "present-time" goals, (3) the client requires a more concrete, 
structured, tangible approach, and (4) the client s interests are likely to be 
family-centered, group-oriented, based on cooperative not competitive 
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individualism, or a combination thereof. Due to cultural differences, advis- 
ers must be aware of potential incongruences in the communication process 
when advising ethnically diverse students because these differences often 
lead to miscommunication, misunderstanding, and a lack of engagement. 

On the whole, people of color are likely to have had limited experiences 
with counseling or advising interactions (Vontress, 1981; Sue and Sue, 
1990). Therefore, when engaged in cross-cultural communication, advisers 
"should be especially aware that the assumption that there is a common 
ground of shared expectancies is probably incorrect" (Yuen and Tinsley, 
1981, p. 69). Among the generic characteristics of counseling is the expec- 
tation that interactions will be based on openness and the willingness of the 
client (advisee) to share personal and intimate information with the coun- 
selor (adviser). For Asians and Hispanics, however, discussion of personal 
issues beyond the boundaries of the family or community can be perceived 
as a betrayal of those to whom they are accustomed to turning for advice, 
support, and assistance. 

Past experiences with racism and prejudice cause many people of color 
to be distrustful of persons from different backgrounds. In advising, this 
mistrust often produces hesitancy to disclose personal information. The 
experiences of these individuals may suggest that bureaucracies and their 
agents, in this instance, academic advisers, do not have their best interests 
at heart and are seeking to frustrate their goal achievement rather than 
support and advance it. These students may have concerns about being 
misunderstood, hurt, or taken advantage of if personal information is 
disclosed. When one has had a history of strained relations with the Bureau 
of Indian Affairs, United States Health and Human Services, Immigration 
and Naturalization, or any number of other bureaucratic agencies and their 
representatives, it is reasonable to expect reluctance to participate openly in 
an advising encounter. 

It is essential for advisers to structure advising sessions to clarify the 
purposes, goals, and methods of academic advising so as to reduce advisee 
hesitancy. For example, the adviser should begin by inquiring about the 
student's prior advising experiences and his or her level of satisfaction 
therewith. If the adviser gleans that the student is unfamiliar with advising, 
then the appropriate response is to define advising, academic planning, and 
the decision-making process, outline roles and responsibilities, and discus* 
what may be gained from talking about issues and problems. It is particularly 
important to set forth the confidential nature of advising and the fact that 
nothing can legally be shared with anyone, inside or outside the institution, 
without the express consent of the advisee, 

Another characteristic of advising that may be in conflict with the 
cultural experiences of many students of color is its nondircctivcncss. An 
egalitarian presumption underlying advising calls for the adviser to set forth 
a range of alternatives, whereby the advisee makes the final decision about 
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an appropriate course of action. This perspective is often at odds with role 
relationship experiences that sire:;, hierarchical patterns of interaction and 
deference to authority. 

Many students of color come from family situations where roles are well 
defined and expectations are clear. For example, Vietnamese children are 
taught from an early age to listen to authority figures and speak only when 
asked to do so. Advice, questions, and opinions are not encouraged (Do, 
1983). Likewise, Attneave (1982) has observed that in most American 
Indian and Alaskan native social settings the dominant person is expected 
to be active and the subordinate person shows respect by quiet attentiveness. 
Similar dynamics of interaction with authority figures have also been 
observed for Latinos (Bernal and Flores-Ortiz, 1982) , rural blacks ( Vontress, 
1981), and Puerto Ricans (Garcia-Preto, 1982). In a study of counseling 
style preferences, Exum and Lau (1988) found that Chinese students rated 
the directive approach more positively than the nondirective style. Simi- 
larly, Ruiz and Casas (1981) highlighted the importance of using a directive 
approach when engaging Chicano college students. The unwillingness of the 
adviser to accept a directive role may be unsettling to many students of color 
and leave them confused, disoriented, and dissatisfied with the advising 
encounter, which may in part account for the underutilization of student 
personnel services by students of color. 

In setting forth third world group variables for counseling, Sue and Sue 
(1990) identified the need of many people of color for concrete, tangible, 
structured approaches to addressing and resolving issues and problems. 
Many students of color see advisers as "experts" (that is, authority figures) 
who have the "right" answers and "know" what students should do. The 
nondirective principle that underlies current advising practices may not 
prove satisfying to these students. 

Terry O'Banion, a leading advocate of developmental advising and 
innovation in the community college sector, has asked, "Aren't there times 
when advisors know what is best for students, and when they do, don't they 
have a responsibility to share insights and experiences with students?" 
(O'Banion, 1 987). Effective multicultural advising often requires advisers to 
adjust their advising strategies to accommodate the need of students of color 
for concrete, tangible responses in advising. This adjustment may be par- 
ticularly important in early advising interactions, when students most 
expect advisers to provide them with clear direction. 

Diversity Within Diversity. Allen lvey (1981), former president of the 
American Psychological Association Division of Counseling Psychology, 
has argued that it is unethical to counsel a person with a cultural background 
different from one s own without appropriate information and sensitivity. It 
is also inappropriate to generalize broad knowledge about a cultural group 
to all individual group members. In this regard, Falicov (1982) has advised 
that broad cultural generalizations often do not do justice to regional, 
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generational, socioeconomic, and other differences within specific ethnic 
groups. 

Advising needs will differ based on the individual backgrounds and 
experiences of the students. For instance, who is the "Hispanic" being 
advised? Is she a first-generation Mexican American from a rural back- 
ground, a recent arrival from Puerto Rico, or a fourth-generation Cuban 
American? Is the "Asian American" seated in the adviser s office a Vietnam- 
ese who fled to the United States at the time of the American withdrawal 
from Saigon, or has his Hmong family been lingering in the refugee camps 
of Bangkok for the past decade awaiting permission to emigrate? Is the 
"Native American" a product of a suburban experience, or has she lived her 
entire life on a reservation? Is the "African American" student the first in his 
family to go to college, a Haitian refugee, or the product of an affluent 
professional family? Sue and Sue ( 1990) have cautioned us not to generalize 
from generic cultural variables to all individuals within the groups with 
whom we work. Effective cross-cultural advisers must be aware of diversity 
within diversity. It is important, therefore, to make distinctions based on 
socioeconomic class, educational background, family structure, gender, and 
previous experiences with academic advising. 

Issues of Identity Development and Worldview. The key to effective 
advising is communication; that is, both the adviser and advisee must be on 
the same wavelength if "contact" is to occur. With regard to effective 
communication with students of color, advisers should have an understand- 
ing of how students' social development can affect their ability to interact 
with an adviser of a different sociocultural background. Ibrahim (1985) 
observed that it is important to understand the cultural values and worldviews 
of students if we arc to understand the culturally different client. Sue and Sue 
( 1 990), in turn, noted that the worldviews of minorities in the United States 
are shaped by racism and the subordinate position assigned to them in 
society. Advisers cannot work with black students (and other students of 
color) in a meaningful and effective manner unless they understand the 
philosophical assumptions and life experiences of these students (McEwen, 
Roper, Bryant, and Langa, 1990). 

Wright (1987, p. 10) has charged that "current models of student 
development fail to account for the influence of culture on the developmen- 
tal process and result in a fundamental lack of understanding of minority 
students." There arc a number of ethnic identity models that have been 
developed, and these can help advisers to better understand and effectively 
respond to students of color (Atkinson, Morten, and Sue, 1983; Cross, 1971 ; 
Ruiz, 1 990). These models all clarify the impact that socialization in a hostile 
environment can have on the identity development of persons of color. 
These identity models point out that there are passages or stages through 
which ethnic minorities move in developing a strong sense and acceptance 
of self and others. 
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A basic theme of the ethnic minority identity models is that students go 
through a developmental "immersion" stage wherein they arc less likely to 
be receptive to communication with those outside their own ethnic group. 
This stage is generally followed by a transitional phase, which leads to an 
internalization or resolution phase where the person of color is self-appre- 
ciating, group appreciating, and selectively appreciating of others (Atkinson , 
Morten, and Sue, 1983). There is considerable research showing that 
students of color often prefer working with helping professionals who share 
their ethnicity. Sanchez and Atkinson (1983) found this to be the case for 
Mexican American students, and Johnson and Lashley (1989) collected 
similar data on Native American students. Pomales, Claiborn, and 
LaFramboise (1986) observed that black students see a "culturally sensi- 
tive" counselor as more competent than a "culturally blind" counselor. 

The effective multicultural adviser must be willing to respect and 
support the social identity development of students of color. For example, 
this approach may mean not responding defensively to a black student who 
is in the angry immersion stage of development (Cross, 1971 ) and who may 
display overt hostility and resistance to the most culturally sensitive profes- 
sional of different ethnicity. Steele (1990) has noted that to be black in 
America is to be a member of this nation's most despised and denigrated 
group. Advisers must recognize that many students of color have been 
expected to learn and develop in hostile environments (Wright, 1987). A 
single positive encounter with an aware adviser could be the catalyst that 
facilitates student development toward internalization of self-acceptance 
and full engagement in the academic enterprise. 

It is also essential for advisers to self-appraise their own identity 
development within a pluralistic society in order to fully understand the 
concept of individual perceptions of reality (worldviews) associated with 
models of minority identity development. Pontcrotto ( 1988, p. 147), citing 
Wrenn (1985), has asked, "What pragmatic use will a counselors under- 
standing of the clients racial consciousness level foster, if the counselor 
himself/herself is racially unconscious' and culturally encapsulated?" For 
example, an Asian American or Hispanic adviser should reflect on her or his 
own ethnicity, vis-a-vis ethnic identity development, to be aware of poten- 
tial emotional conflicts that could hinder effective communication with 
students of color. Specific to white advisers, who comprise the greater 
number of advising professionals, there arc white identity models that can 
help these individuals explore their own ethnicity as whites in U.S. society 
in order to bring to the surface emotional and attitudinal obstacles to 
effective communication, Katz and Ivey (1977) have charged that a failure 
to include opportunities for white professionals to address their own ethnic 
identities allows them the luxury of denying any responsibility for or 
connection with the racist system that oppresses the multicultural clients 
whom advisers are seeking to assist. The existing white identity models 
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(Ponterotto, 1988; Helms, 1984; Corvin and Wiggins, 1989) clarify the 
impact of being socialized as a member of the dominant group in American 
society and how this adversely influences effective communication with 
multicultural populations. These identity models propose passages or stages 
that whites go through in developing a sense of themselves as members of 
a pluralistic society. 

A basic theme of these models is that whites experience a zealot- 
defensive (Ponterotto, 1988)/resistance (Corvin and Wiggins, 1989) stage 
and an integration/internalization stage in the transition to becoming effec- 
tive multicultural persons. Corvin and Wiggins indicate that the internaliza- 
tion stage is characterized by integration of racial identity into personal 
identity, elimination of oppressive and exploitative attitudes and behaviors, 
internalization of a multicultural perspective, and orientation toward being 
a change agent. 

Although we all may wish for an America in which people are judged by 
the content of their character, the reality is that experiences of racism and 
prejudice shape many perceptions and attitudes. As professionals, all advis- 
ers must be willing to face this reality and act to have a positive impact on 
individuals and systems. 

Beyond Engagement: Promoting Academic 
Achievement and Success 

In his remarks to the American Council of Education conference Educating 
One-Third of a Nation, Alfredo de los Santos (1989), vice chancellor of the 
Maricopa Community College (Tempe, Arizona), pointed out that in the 
1960s and 1970s the issues for students of color related to increased access 
to higher education opportunities; in the 1970s and 1980s education insti- 
tutions turned their attention to retention; and for the 1990s the issues for 
students of color concern achievement of excellence and success. While 
access and retention remain important issues, advisers must challenge 
ethnic minority students to strive to higher levels of competence and 
achievement. Asian, black, brown, and Native American students must be 
encouraged to see education as a social responsibility to themselves and to 
their communities, and to our nation (Wright, 1987). a responsibility that 
calls for individual discipline and strength of purpose. Jaime Escalante, 
whose story was told in the film Stand and Deliver, inspires and motivates his 
students by telling fhem, 'Success is a victory. It is a big bonus to your 
community and to your last name." The Escalante equation is "determina- 
tion plus discipline plus hard work equals success." 

Often, students of color come to college with low self-esteem and low 
self-confidence due to their prior experiences in education. Academic 
advisers can play an important role in helping these students set high goals 
for themselves and develop strategies to reach those goals. Advisers need to 
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become knowledgeable and skillful about interventiorfs that promote the 
academic achievement of students of color. 

Possible Interventions for Students of Color 

Rivas (1990) has developed a task-focused academic advising model, the 0- 
100 percent method, that takes into account the social-psychological devel- 
opment of students of color and, specifically, how negative developmental 
experiences in education can undermine the student s ability to work hard, 
persist, and succeed in college. Central to this approach is the message that 
the student must focus on the task of developing competence (White, 1959) 
in college and in satisfying the human "need to know" (Maslow, 1968). The 
method uses the following six steps to provide the adviser and the student 
with a structure to organize and approach the challenges of college: (1) 
Review the student's academic record and learning history, looking for 
strengths and insights, weaknesses and lack of insights. (2) Define the 
student's personal, education, and career goals and related skills that must 
be developed to achieve desired goals. (3) In a nonthreatcning way (using 
the interpersonal approaches already discussed in this chapter), assess the 
student's initial skill level (0-100 percent) in those areas identified as 
essential to achievement. (4) Establish standards of excellence (0-100 
percent) that the student will work toward in each of the identified skill 
areas. (5) Identify curricular, cocurricular, and community learning expe- 
riences that will help the student develop skills and achieve desired goals. 
And (6) as part of an ongoing advising relationship, the student and adviser 
review and evaluate progress toward goal achievement and skill develop- 
ment. 

Rivas uses a 0 to 100 scale, with 0 as "no skill" and 100 as "perfection." 
This approach is perceived by students as an understandable and straight- 
forward way in which to assess their readiness for college. There are two 
important requisites, however, that the adviser should consider when using 
this approach: (1) Be straightforward about the need for the student to 
realistically appraise his or her skill level vis-a-vis the demands of college 
and future careers and (2) effectively communicate a sincere commitment 
to advise and support the student s work toward skill development. Because 
this process can be threatening, the student is encouraged to focus on the 
task of becoming skillful (task-involved) as opposed to comparing self to 
real or imagined "others" in a particular group (ego-involved) (Nicholls, 
1984). Comparisons of self to others, especially when skills are low, can lead 
to feelings of shame, doubt, hopelessness, or helplessness. These negative 
feelings can undermine efforts to develop competence (Weiner, 1985). 

Once the student has realistically appraised his or her skill levels, the 
adviser helps *hc student plan an academic program to achieve desired 
competcr re lev els. For example, a student who is ill at ease participating in 
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class or speaking in public could take a speech course to learn how to 
organize presentations, to be more comfortable talking before a group, or to 
effectively support an argument with details and acts. In the process of 
taking classes, the adviser and student are able to verify the student s initial 
self-appraisal and make appropriate changes in the student's academic 
program. For example, a student who rated herself a 40 in oral communi- 
cation might discover that she has strengths that can lead to a higher skill 
rating (possibly 60) because she has excellent stage presence; but to effec- 
tively make that stage presence work, she needs to improve on her level of 
preparation, research, and practice before making a presentation. 

Levin and Levin (1991) reviewed research and intervention programs 
for at-risk minority college students and offered suggestions for effective 
interventions. Although many of the suggestions did not come directly from 
adviser efforts, some of the approaches are potentially adaptable by advisers 
in their work with students of color. One of the major findings of the Levin 
and Levin study, which supports the work of Astin (1985), is that "quality- 
interaction with faculty seems to be more important than any other single 
college factor in determining minority student persistence" (1991, p. 324). 
With regard to skills that students need to develop in college, advisers need 
to discover ways to facilitate ethnic minority students quality interaction 
with faculty. A caveat here is that efforts in this direction must extend 
beyond simple referral of students to faculty. Advisers must acquaint 
students of color with the importance of interacting with professors and 
teach these students to communicate and interact effectively and success- 
fully with faculty. Furthermore, advisers must work closely with faculty to 
develop structured mentor programs that produce quality interaction be- 
tween students and faculty. 

Levin and Levin ( 199 1 ) also found ihat stand-alone study skills courses 
are not .is effective as study skills courscb that arc connected to academic 
classes. Since the advising function of community college advisers often 
extends to teaching study skills modules, advisers should work closely with 
faculty to develop adjunct learning skills courses that better promote 
student skill building. A model program in this area is the Puente Project in 
Sacramento, California (Lachica and Sherwood, 1989). Under the auspices 
of the California Community College System, advisers undertake motiva- 
tional and behavioral skills advising with students who want to improve 
their writing competence. 

A third finding of the Levin and Levin (1991) study applicable to the 
work of advisers is that peer group methods are especially useful in promot- 
ing academic success. A similar conclusion was drawn by Pincus and 
DeCamp (1989) in a study of community college students Grites (1984) 
stated that the group approach highlights the commonality of student 
concerns and that group advising is an effective alternative approach. Peer 
group interventions are an area in which advisers can promote educationally 
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focused peer group interactions (Rivas, 1988), Such interactions are funda- 
mental to increased academic and social integration and therefore merit 
consideration by advisers in their work with students of color. 

Conclusion 

The effective multicultural and pluralistic ad\iscr is aware of cultural 
differences and is sensitive to his or her own biases. Such an individual seeks 
to understand the bases of differences and recognizes that differences among 
people do not constitutt a negative thing but rather a reality of the human 
experience. Such an adviser commits herself or himself to an understanding 
of differences and moves toward becoming a multicultural person. The 
effective multicultural, pluralistic adviser must examine personal attitudes 
and beliefs. This adviser recognizes the need to increase knowledge and 
information about the groups with whom he or she interacts. An adviser 
cannot expect to wake up one morning with pluralistic sensitivities; this goal 
requires effort (reading, interacting, and sharing with colleagues of color 
who have pluralistic backgrounds and experiences). Finally, in order to be 
effective cross-cuhural and pluralistic professionals, advisers must look at 
their repertoires of advising skills and apply innovative strategies to support 
the success of increasingly diverse student populations. 

Academic advisers are the key links between students of color and 
higher education. When advisers are culturally sensitive, willing to go the 
extra mile in support of students and to challenge students to excel rather 
than merely persist, and give students concrete, tangible strategies to take 
responsibility for their own learning and achievement, they can make a 
difference for these students, for their institutions, and for society. 
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Effective academic advising programs require structured intervention 
strategies at specified times from admission to graduation. 



Intrusive Academic Advising 

Martha T. Caring 

Development of intrusive advising relationships requires structured strategics 
ofinicrveruion by advisers at specified times throughout the studem s semesters 
in college. Although these strategics will differ depending on the institution's 
size, organizational structure, and staffing model it is critical that techniques arc 
implemented so that advising is perceived and delivered as intrusive, and 
developmental, and serves as a catalyst for building personalized student- 
adviser relationships. When these strategics are integrated as necessary compo- 
nents of the institutions advising system, not only arc the efficiency and 
effectiveness of advising enhanced, but the retention of students is ultimately 
affected in a positive way due to the solidncss of this critical student-adviser link. 

Advising time can be divided into two major periods: inquiry to enroll- 
ment and enrollment to graduation. During the first period, students com- 
plete their admissions processes, participate in assessment activities, register 
for classes, and receive orientation programming. The actual order of these 
events may vary depending on the particular institutional system or struc- 
ture. The second period of advising, enrollment to graduation, is crucial for 
students and advisers in terms of implementation of intrusive intcrvent ons 
and maximization of the effectiveness of advising. Special attention must be 
given to first-semester freshmen, in particular; they require advising strate- 
gics that serve as checkpoints or "early-alert" techniques. These strategies 
are modified after the first semester to the point of the students departure or 
graduation , taking into account the students skills, needs, and course progress. 



Inquiry to Enrollment 

During this first period, advising should play a key role and yet often is taken 
for granted by advisers, or advisers may feci that they play only a peripheral 
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role. In many institutions, the admission, assessment, registration, and ori- 
entation processes are primarily administrative; advisers (particularly those 
who are faculty members) may not get directly involved in this first period 
of advising at all. The following is an outline of specific strategics for 
intrusive advising that advisers can implement during each stage of the first 
critical period of advising. (Adaptations obviously will need to be made, 
given variations in the degree to which advisers can or arc able to be 
involved.) 

Admissions. Prospective students arc significantly influenced in their 
decision to attend a particular two-year institution by the institutions 
academic programs, level of faculty-student interaction, and types of aca- 
demic resources or support services. As a result, students who receive 
adequate and accurate information at the point of admission are more likely 
to select that institution. Although the admissions personnel in most insti- 
tutions handle these processes, advisers can assume an active role through 
involvement (as wanted or as necessary) in the interviewing process, 
perhaps through referrals from admissions for advising assistance with 
targeted student applicants such as those who arc undecided or 
undcrprcparcd. This involvement of advisers can occur before, during, or 
after the admissions interview, for those institutions that utilize personal 
interviews. Advisers can also participate in the development of academic 
brochures, cither on program-specific areas (degree programs) or on more 
general areas ("Advising services for undecided students at . . . This 
strategy may be most relevant in larger institutions where interviews are not 
utilized to a significant degree or where advisers have little involvement with 
the admissions process. 

Assessment. Due to the increasingly diverse student populations who 
enroll at two-year colleges, it is important to provide assessment opportu- 
nities for all students in the areas of reading, writing, and mathematics. The 
results of this assessment are critical to the advising process, ensuring that 
students arc enrolled in courses that match their skill and ability levels. 
Regardless of the type of assessment utilized (Assessment Skills for Success- 
ful Entry and Transfer, Educational Testing Service, in-housc assessment 
tools) and the time and format in which the assessment is administered 
(during the summer, as part of an orientation program), advisers must 
become actively engaged in assessment. 

Specifically, advisers, first, must receive assessment scores for all of their 
advisees; this is particularly important for advisers who may not conduct the 
initial advising sessions with their assigned advisees. Second, advisers must 
understand the implications of the assessment results for their advisees' 
intended programs of study. Third, they must communicate the institutions 
options regarding assessment to students who may not agree with the 
assessment results (for example, the opportunities, if any, for retaking the 
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tests and whether placement is mandator)*); this communication about 
options is particularly important for institutions that have required compe- 
tencies in reading, writing, and mathematics. Fourth, advisers must sensi- 
tively address their advisees questions and concerns about the assessment 
results; this sensitivity is critical when advisers must confront their students 
with the feet that the goal of building their skills through enrollment in 
remedial courses will require an additional semester or summer of 
coursework. 

Registration and Advising. Although the actual process of registration 
is an administrative function, advisers should play a critical role by provid- 
ing accurate information and by using the registration process as a time to 
establish the basis for all future adviser-advisee encounters. Amidst the 
variety of formats in which advising and registration occur (group summer 
sessions, telephone registration, centralized via registrars office, decentral- 
ized via computers in advisers offices), the adviser can play a critical role by 
(1) discussing the students personal and career goals, their reasons for 
selecting their programs of study, and their knowledge of the demands of 
those particular programs; (2) providing students with their assessment 
scores and explaining what the impact will be on their first-semester course 
selections; (3) providing students with an overview of their academic 
programs, including a semcstcr-by-scmestcr suggested outline of courses; 
(4) outlining the expectations of the adviser-advisee relationship; and (5) 
providing students with pertinent information about office hours, location, 
and accessibility (appointment only, walk-in). 

Orientation. Regardless of the orientation structure, format, and timing 
(summer, fall), it is important Jiat the orientation experience include 
opportunities to acquaint students with basic collegiate information so ihat 
they can make informed decisions about their personal, social, academic, 
and career goals. Advisers should play an integral role in the orientation 
experience, since orientation is the initial critical time of advising new 
students. 

Advisers can enhance their intrusive advising role by (1) arranging to 
meet personally (onc-on-one orin small groups) with their advisees during 
orientation to begin building a relationship capable of answering typical 
advisee questions such as "Who am l?*' "What do 1 want to do?" and "How 
can the institution help me get there?" (2) utilizing the orientation process 
to set the stage for fulfilling the three expectations that most advisees desire 
from their advisers: accessibility, specific and accurate information, and a 
personal and caring relationship; (3) participating in the institutional orien- 
tation program as a means of realistically implementing C/Banion's (1984) 
five stages of advising: exploration of life goals (values), exploration of 
education and career goals, selection of education program, selection of 
courses, and scheduling of classes; and (4) becoming involved in or at least 
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knowledgeable about parent or family orientation programming, a critical 
component of intrusive advising given the degree to which parents, spouses, 
and families arc getting involved with advising concerns and legal issues. 

Advisers too frequently view orientation as an event that does not 
directly involve them, perhaps because advising, registration, and orienta- 
tion arc actually physically separate and segregated activities. However, 
intrusive advising demands that advisers begin viewing orientation as a 
means to an end and not as an end itself or as an event that is planned and 
executed solely by nonacademic personnel. 

Sage Junior College in Albany. New York, where I serve as an associate 
dean of student development, has developed an integrative advising, regis- 
tration, and orientation system in which advisers and advising play critical 
roles. The orientation program is a required two-day program for all 
freshmen and transfer students held in the fall prior to the start of classes. 
During the first day of the program, students participate in three workshop 
sessions in which they arc introduced to one another, to skills in decision 
making, and to career exploration. Most advisers facilitate one of these 
workshop sessions, thus exemplifying the principle that advisers arc an 
integral part of the college, both through their advising roles and as partici- 
pating members of the college community. 

On the second day of the program, all students participate in organized 
and personalized stages of a structured advising process: In Stage 1 , all new 
students meet with staff in their respective academic divisions to receive 
program-specific information regarding their majors, degree requirements, 
academic terminology, and so on. (All program advisers are present at this 
division meeting.) In Stage 2, following the division meeting, students break 
into small groups with their assigned advisers to discuss their goals and their 
programs and to begin course scheduling. All students are also given ad- 
vising appointments for later that day to meet personally with their advisers. 
In Stage 3, students meet onc-on-onc at their scheduled appointment times 
with their advisers to finalize their selections of courses. (These appoint- 
ments are held in the gymnasium, where ail of the other student services 
personnel arc also located for the period of registration; this facilitates 
student access to advisers and io the appropriate administrative offices.) 
Finally, in Stage 4, students register for classes. 

Sage Junior College has a faculty-based advising system in which most 
full-time faculty serve as advisers in their respective divisions. Intrusive 
advising has become a trademark of these advisers, and new students have 
rated their satisfaction with advising services at 85 percent or higher since 
1984. 

Enrollment to Graduation 

This second period of advising is the one with which advisers are most 
familiar and accepting of their various roles. Once students are enrolled in 
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classes, advisers must initiate strategies or intrusive intervention techniques 
that provide necessary consistency for advisees, that serve as checkpoints or 
carly-alcrt safeguards in the advising process, and that enhance the advising 
relationship in terms of assistance, problem solving, and guidance. There are 
four critical times for advising during which advisers should implement 
intrusive strategics for first-semester students. 

Three Weeks (First Critical Time). Within the first three weeks of the 
semester, students have begun their adjustment processes, both academi- 
cally and personally. They are feeling more comfortable about asking 
questions, they have met other students, they know what they like and do 
not like, and they have a clearer understanding of their course materials. As 
a result, adviser intervention is critical to determine students satisfaction 
with their courses and majors, to proactively address any perceived problem 
areas, and to provide relevant information on campus services. 

Strategies to accomplish a three-week intervention include the follow- 
ing: (1) Schedule a group meeting of first-semester advisees to informally 
address the issues of academic and personal adjustment and course and 
major satisfaction, as well as any other problem areas. If possible, select a 
meeting time when all students arc available and offer refreshments to en- 
courage a more informal discussion atmosphere. Second-year students 
(research assistants, student mentors, and student advisers) can serve as 
valuable assistants in these meetings to lessen anxiety, heighten peer cred- 
ibility, and enhance, from a peer perspective, the importance of the group 
meeting. (2) Send a brief note, memo, or postcard to all first-semcstcr 
advisees inviting them to stop by or make an appointment to discuss how 
their classes arc going; include a business card with office location and hours. 
Although not all students will follow up, this type of intrusive outreach 
requires little additional effort from advisers, and it may make a critical 
difference in whether or not a student feels encouraged to ask for help. A 
variation of this technique is to mail an attractive departmental or informa- 
tional newsletter to all advisees at the three-week point, includingitcmssuch 
as a list of available academic support services (tutoring; mathematics, 
accounting, reading, or writing laboratories; self-help workshops) or an out- 
line of on-campus career resources, advisers office hours and locations, and 
library resources. Students who would not actively seek out such services on 
their own may takcadvantagcofthem after rcccivinga newsletter of this type. 

Six Weeks or Midterm (Second Critical Time). By the sixth week of 
classes or at midterm, students have a corcrcte understanding of how they 
are doing in their classes; many will have had at least one major examination 
grade or project to indicate their academic progress thus far. Students will 
also have established a pattern of class attendance and homework comple- 
tion, and they arc usually able to identify which styles or types of classes are 
most or least beneficial to them. Their social adjustment outside of the 
classroom has probably either positively supplemented their academic 
progress or has begun to show signs of trouble. 
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Advisers need lo lake advantage of the six-week intervention to posi- 
tively support their students efforts and to provide guidance and direction 
where improvement is needed. Strategics include the following: (1) Utilize 
midterm grade reports to discuss academic trends and options; in some 
cases, students will need to be counseled aboui dropping a class, changing 
their major, and seeking tutorial assistance. (2) Set up personal appoint- 
ments with students whose midterm progress reports clearly indicate that 
there will be difficulty in successfully completing the semester; it is impor- 
tant that advisers establish specific plans of action for these students, 
indicating that recovery may be possible but that immediate corrective 
measures nu >t be taken. (3) Coordinate the mailing of midterm progress 
reports with the scheduling of a meeting (individual or group) with ad\ ; secs; 
if students have to physically pick up their reports from their advisers, there 
is more of a built-in opportunity for intrusive advising. (4) Provide advisees 
with specific referral information and resources; materials may be routinely 
available (lists of tutors and their locations, career development materials, 
time management information, tcst-tr.king strategics) or may be various 
one-page listings especially prepared for midterm assistance. (5) Utilize any 
of the above intervention strategics as a means for also preparing students 
for preregistration; it is important that advisers reiterate to advisees what 
their responsibilities arc (reviewing the upcoming semesters course offer- 
ings, tentatively plotting out a schedule, and the like). 

Preregistration (Third Critical Time). Preregistration is not only a 
time for students to register for classes but also a critical point of decision 
making and clarification. By the time students arc actually prcrcgistcring, 
they have clear indications of their academic progress during the current 
semester and are focusing more attention on the next semester. If progress 
is satisfactory, students will be considering the appropriate courses for the 
following semester and should be carefully reviewing their degree comple- 
tion requirements with regard to summer plans, internship options and 
requirements, and the like. If progress is not satisfactory, if a student is 
confused over a choice of major, or if consideration is being given to not 
returning to college, students need to utilize the preregistration time for 
discussion and exploration. 

Advisers should play a proactive role in preregistration and avoid the 
option of merely signing off on preregistration cards. Depending on the sys- 
tem for preregistration. intrusive intervention strategies include the follow- 
ing: ( 1 ) Meet personally with advisees to plan appropriate courses of action; 
if the six-week intervention strategy was successful, this meeting should, 
ideally, flow mure smoothly, since the student comes to the preregistration 
meeting prepared (not with a blank form or with empty hands). (2) 
l-ncourage students to utilize the period of preregistration as a time to 
complete financial aid paperwork, investigate future independent study or 
internship possibilities, and reconsider work hours and priorities in view of 
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the next semester's coursework. (3) Help undecided, confused, and at-risk 
students develop planning timetables; students in these categories should be 
encouraged to utilize appropriate referral sources and resources and then to 
follow up again within a specified time frame with their advisers. (4) Call or 
write the students who did not prcrcgister or who failed to show for their 
prcrcgistration appointments. 

Between Semesters (Fourth Critical Time). Advisers may not be 
actively involved in any bctwccn-scmestcr intervention strategics because 
much of what happens bctw cen semesters is usually thought of in terms of 
administrative functions (academic actions, dean s list). However, in many 
cases, students require more intrusive intervention after the semester has 
ended and after the grades have been received. Students tend to "disappear" 
more frequently bctw cen semesters, sometimes regardless of their academic 
standing, due to family pressures, changes in work, or perceived changes in 
career goals. Without the structure and support of the college setting, 
students may become isolated and lose sight of their planning or direction. 

Advisers can enhance the linkages with their advisees between semes- 
ters through intervention techniques such as the following: (1) Apprise 
advisees who are placed on academic probation of their options and any 
academic restrictions: this can be done through personal interviews or 
through personalized notes. (2) Send letters or congratulations to advisees 
who make the clean's list. (3) Review the records of advisees who arc 
dismissed to determine what, if any, patterns or warning signals exist that 
may be of assistance in future advising sessions. (4) Contact advisees who 
are not returning for the next semester: this can be done by telephone or 
by mail. 

Conclusion 

Intrusive advising at lour critical times during the first semester and three 
times each semester thereafter (six weeks, prcrcgistration. and between 
semesters) provides long-term benefits for the advisers, the students, the 
adviser-student relationship, and. ultimately, for the institution. As a result 
of intrusive intervention strategies, advisers will have had direct, personal, 
and informative contact with their advisees a minimum of five times during 
the students first semester (including orientation). This contact builds 
student-adviser trust and respect and student responsibility — all important 
elements of a positive advising relationship. 
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An annotated bibliography is provided on academic advising in 
community colleges. It includes sources concerned with the philosophy 
of advising, the organization of counseling programs and departments, 
advising personnel and intrusive academic advising. 



Sources and Additional 
Information: Academic Advising 
in the Community College 

Karin Petersen Hsiao 

Academic advising is a process designed to help students negotiate their 
coursework in college. Several questions that surround the activity come up 
repeatedly: Who should do the advising? Can it be put in reproducible 
formal? Can it be made student accessible? Should it be intrusive or 
proactive? This section considers the way in which these questions are being 
treated in the literature. 

The following source citations represent the most curreni literature in 
the ERIC data base on academic advising in community colleges. Most ERIC 
documents (references with "ED" numbers) can be read on microfiche at 
approximately nine hundred libraries worldwide. In addition, most can be 
ordered on microfiche or in paper copy from the ERIC Document Rcprodu 
lion Service (EDRS) at 800-443-ER1C. Journal articles arc not available from 
EDRS but can be acquired through regular library channels or purchased 
from the University Microfilms International Articles Clearinghouse at 800- 
521-0600, extension 533. 



General Sources 

These sources present overviews of academic advising and the role of the 
academic adviser in the community college, and they describe various tools 
used by advising personnel in the performance of their jobs. 

Carroll. B. \\\, and Tarasuk. P. E. "A New Vision for Student Development 
Services for the 90s." Community College Review, 1991, 19 (2), 32-42. 
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This article presents a comprehensive model of development guidance 
and counseling for community colleges. Carroll and Tarasuk review histori- 
cal trends and recent changes in community college counseling, highlight- 
ing issues related to role confusion and changes in focus. They also describe 
various counselor roles and advising program components (namely, indi- 
vidual planning, guidance curriculum, responsive services, and program 
management). 

Ford, J., and Ford. S. S. Producing a Comprehensive Academic Advising 
Handbook. Houston: Smith College and Student Academic Services, Hous- 
ton Baptist University, 1991. 13 pp. (ED 339 435) 

This comprehensive academic advising handbook is attractive, useful, 
versatile, and inexpensive. It is the cornerstone of a well-developed and 
well-implemented academic advising program. Seven steps t'.at have proved 
effective in handbook development are discussed in this guide to handbook 
production. They include being committed to the project, determining the 
objectives and purposes of the handbook, and addressing appropriate 
topics. Handbook organization, typing and printing, and updating policies 
and procedures are discussed as well. 

Matsen. M. E. "Computer Assisted Advising Tool (CAAT)." Paper pre- 
sented at the Hth annual meeting of the League for Innovation in the 
Community College. San Francisco, October 1988. 21 pp. (ED 295 712) 
Lane Community Colleges Computer Assisted Advising Tool (CAAT), 
which compares degree requirements with courses completed, is used by 
counselors to help students develop a plan for the completion of a degree or 
certificate. An online degree evaluation program compares a student's 
transcript, including waivers and course substitutions, with the stored 
requirements profile for a selected degree program. A report is then gener- 
ated, listing all requirements and indicating which the student has com- 
pleted and which remain unsatisfied. The CAAT report is arranged 
chronologically, providing the student and the counselor with a suggested 
schedule for completion of any given degree program from matriculation to 
graduation. Information on the CAAT files and sample reports are ap- 
pended. 

Pulliams, P. The Emerging Role oj the Community College Counselor. High- 
lights: An ERIC/CAPS Digest. Ann Arbor, Mich.: ERIC Clearinghouse on 
Counseling and Personnel Services, 1990. 3 pp. (ED 315 707) 

The increases in the numbers of adult, minority, women, part-time, and 
displaced students attending community colleges have caused a shift in the 
role of community college counselors from an in loco parentis emphasis on 
personal counseling, vocational guidance, and social support to new roles 
as student developers and learning agents. As student developers counsel- 
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ors must communicate the importance of academic skill building and help 
students understand the value of their academic endeavors. As learning 
agents, counselors must assist, manage, and encourage students to build a 
pattern of success. 

Organization of Advising Programs 

Academic advising programs in community colleges arc organized in a 
variety of ways. These sources discuss the delivery mechanisms used for 
advising services at several different colleges. 

Haddcn. C. "The Placement Process o* Colorado Mountain College: Place- 
ment Testing and the Advising Matrix." Paper presented at the conference 
Freshman Year Experience, Columbia, South Carolina, December 1988. 
42 pp. (ED 302 208) 

At Colorado Mountain College (CMC), academic advising is based on 
a comparison of students' basic skills with the skill requirements of indi- 
vidual courses. Students who enter CMC to obtain a degree must take 
placement tests in writing, reading, mathematics, and study skills before 
they can enroll in classes. An academic adviser uses placement test scores 
not only to advise students on the appropriate mathematics and composi- 
tion classes but also to help students select all of their other classes. 

Each term, instructors are surveyed regarding prerequisites, written 
work, tests, quizzes, homework, projects, oral work, experiments, text- 
books, writing skills, reading skills, mathematics skills, and lecture styles. 
Their responses are entered into a data base program, and the resulting 
advising matrix can be printed out in cither a short or long version. 
Attachments include testing and advising flowcharts, instructions for con- 
structing an advising matrix, sample letters to instructors and an instructor 
questionnaire, copies of the long and short forms of the advising matrix, and 
information on determining the reading levels of textbooks. 

Halpin, R. L. A Study of Advisement Systems for Part-Time Students in SUNT 
Community Colleges. Albany: Two-Year College Development Center, State 
University of New York, 1089. 32 pp. (ED 310 812) 

In spring 1 989. a study was conducted on the academic advising systems 
and practices in place for part-time students at twenty-seven State Univer- 
sity of New York community colleges. The purpose of the study was to 
gather information on the advising systems and to determine if adult, part- 
time evening students had the same access to advising services as full-time 
day students. 

Personal interviews were conducted with thirty faculty and staff mem- 
bers who were responsible for the academic advising of part-time students 
at the colleges. An analysis of responses revealed the following: ( 1 ) Few 
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outreach programs were available for part-time students attending in the 
evening. (2) Students who attended classes at extension sites appeared to be 
better served ay a result of the specific assignment of advising responsibilities 
to a site coordinator. (3) Many colleges had instituted evening advising 
centers to increase student-staff contact. And (4) in about one-half of the 
colleges, the administrative structure for the advising of full-time matricu- 
lated students was the same as for part-time matriculated students. The most 
common response to the question about needed improvements was "to have 
greater evening and weekend availability of advisement." 

Railsback, G., and Colby, A. Improving Academic Ad\ ising at the Community 
College: ERJC Digest. Los Angeles: ERIC Clearinghouse for Junior Colleges, 
1988. 6 pp. (ED 320 647) 

While there is general consensus on the importance of good academic 
advising to student success and support for the American College Testing 
Program's developmental concept of advising, there is less agreement on the 
most effective model for delivery. Research suggests that both faculty- 
oriented advising and professional counselor-oriented systems have fallen 
short of their intended purposes. 

Steps to improve academic advising include the following: (1 ) prepar- 
ing, reviewing, and revising a written plan detailing the goals and functions 
of academic advising; (2) screening potential advisers and informing them 
that they must be willing to do more than help students schedule classes; (3) 
requiring that students meet on a regular basis with their advisers; (4) 
implementing advising programs in w hich counselors and teachers work 
together as a team: (5) rewarding the efforts of those involved in academic 
advising; (6) training advisers in basic counseling skills and techniques; (7) 
using computers in academic advising; and (8) assessing students and 
administrators to determine if the advising system is meeting its goals. 

Academic Advising Personnel 

The sources in this section discuss the training and development of aca- 
demic advising personnel, and counselor job satisfaction. 

Coll, K. M.,and House, R. M. "Empirical Implications for the Training and 
Professional Development of Community College Counselors." Community 
College Review. 1991, 19 (2), 43-52. 

Coll and House describe a study of the appropriate major for and 
professional development needs ol community college counselors, high- 
lighting survey responses from counselor educators, student services co- 
workers, and Oregon community college counselors. They present findings 
concerning counselor duties and functions and perceptions of counselor 
role conflict and role ambiguity. 
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Coll, K., and Rice. R. "Job Satisfaction Among Community College Coun- 
selors." Community and Junior College Quarterly of Research and Practice 
1990, H (2), 83-91. 

In this article. Coll and Rice describe a study of job satisfaction and 
factors influencing satisfaction among community college counselors in 
Oregon. They report general dissatisfaction with leadership and conclude 
that teaching load, job title, incompatible demands, unclear explanations, 
ind conflicting resources all affect counselor satisfaction. 

Harley. R.. and McCabe. M. Pima Community College Counselor's Handbook. 
(Rev. cd.) Tucson. Ariz.: Pima Community College, 1990. 108 pp 
(ED 338 291) 

Developed for counselors at Pima Community College (PCC). this ten- 
part handbook provides information on counselor responsibilities, ethics, 
record keeping, assistance for students in distress, and diagnostic and 
referral procedures. Part One reviews the philosophy, general parameters, 
terminology, and goals of counseling and discusses selected statements of 
the Ethical Standards of the American Association for Counseling and 
Development. Part Two reviews issues and concepts relating to confidenti- 
ality. Part Three discusses record keeping and provides samples of various 
forms. Part Four examines the student code of conduct and the scholastic 
ethics code and discusses the use of the consulting and the counseling 
functions in therapy. Part Five discusses procedures for counseling students 
who have sexual harassment or discrimination complaints. Pan Six dis- 
cusses the relationship between the counselor with the campus police. Part 
Seven reviews referral procedures and community resources. Part Eight 
presents detailed information on counselor assistance to students in crisis 
or distress. Part Nine presents supplemental information, including charts 
on sexual harassment and the stages of suicide. And Part Ten provides 
references and a memorandum from PCC "s attorney on the legal aspects of 
confidentiality. 

Intrusive Academic Advising 

Increasingly, community college advisers and counselors are using intrusive 
advising techniques, intervening at specified times throughout students 
careers. The following sources describe several such programs. 

Onofrio. A., and others. A Student De\elopment Model for Academic Adxising. 
Cicero, 111: Morton College Counseling Center. 1 988. 26 pp. (ED 300 095) 
In spring 1985. the counseling staff at Morton College (MC) instituted 
a student development model for academic advising to encourage students 
to assume greater responsibility in planning their education and career 
goals. During their first academic advising appointment, new students are 
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made aware of the importance of their commitment to their education goals 
and of existing course and program requirements. Career and life goals are 
discussed in relation to the students chosen fields, and students needing 
help in identifying goals are referred to the Career Search Program and 
encouraged to begin career counseling. Students arc also introduced to 
helpful MC resources, such as the counseling and academic skills centers, 
and specific recommendations for success arc offered by counselors or 
advisers. 

After the first advising session, students arc encouraged to take respon- 
sibility for selecting and registering for their own courses, though assistance 
is available for those who continue to need help in planning their programs 
to meet college and career requirements. The advising model also makes 
provisions for alerting students who arc not making satisfactory academic 
progress in their courses. Exhibits include informational materials given to 
students as part of the advising process and the advising program survey. 

Belcher, M. ). Costs Versus Benefits: An Evaluation of the Aeademic Alert 
System. Research Report No. 91-02R. Miami: Florida Office of Institutional 
Research, Miami-Dade Community College, 1991. 45 pp. (ED 340 423) 
At Miami-Dade Community College, the academic alert system informs 
students about their progress midway through a semester through the use 
of individualized letters based on faculty reports on student progress and 
attendance. In 1991, an evaluation of the alert system was undertaken to 
ascertain the benefits of the system and to determine the validity of the 
information that it provides. Study findings included the following: ( 1 ) Over 
two-thirds of the faculty and administrators thought that students would 
know where they stood at midterm without the alert system, as did one-third 
of the students. (2) Of the students who reported that their letters called for 
improvement in their performance, 80 percent said they had made changes 
lo comply. (3) Seventy-two percent of the students reported that the in- 
formation they received was accurate, and over 80 percent thought the 
information they received was helpful. (4) The largest group of faculty and 
administrators (40 percent) thought that only sUidcnts in academic diffi- 
culty should receive letters. And (5) new students were more likely to rate 
academic alert information helpful than were returning students. 

Jefcoat, H. G. "Advisement Intervention: A Key Strategy for a New Age — 
Student Consumerism." Paper presented at the annual meeting of the 
National Rural Education Association Jackson, Mississippi, October 1991. 
29 pp. (ED 340 546) 

This paper desciibes the advisemeiv intervention system at East Central 
Community College (ECCC) in Decatur, Mississippi, recognized by the 
Small/Rural Community College Commission as an "exemplar)* program." 
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The paper also provides suggestions for revising or developing an advising 
program. 

The advising program at ECCC underwent changes — from a tradition- 
alist to a consumcrist orientation — to adequately meet the needs of and to 
become accountable to the fourteen hundred students that it serves. The 
program involved five advising intervention meetings scheduled through- 
out the year to address specific content and purposes, and a graduation 
transfer checklist was developed to actively involve students in the process 
of tracking their academic progress, particularly in the core courses required 
for graduation. In addition, an academic advising evaluation procedure and 
an effective adviser assignment method were developed. A better commu- 
nication network was implemented, including early alert absentee notifica- 
tions and academic progress mailings for students experiencing problems in 
these arci:>. Students arc required to complete an advising checklist to 
identify problems or potential problems related to academics. An adviser 
sheet was also developed to promote goal setting, which fosters discussion 
between student and adviser. 

Other Resources 

The National Academic Advising Association (NACADA) is a valuable 
resource for administrators and others who seek information about aca- 
demic advising. Incorporated in 1979. with 429 members. NACADA "s 
membership now numbers over 3,000 and includes faculty, professional 
advisers, administrators, counselors, and others interested in advising from 
across the United States and Canada. 

To address critical issues in advising. NACADA publishes a journal and 
a newsletter, hosts one national and ten regional, conferences annua) 1 )', 
develops special publications and resource materials, and, in partnership 
with the American College Testing (ACT) Program, hosts the Summer 
Institute on Academic Advising and the ACT/NACADA Awards Program. 
Information about NACADA can be obtained from NACADA Executive 
Office, Kansas Stale University, 2323 Anderson Avenue, Manhattan, KS 
60502. 



Karix Pi n-RSI 's Hsiao is a research librarian and former user senices coordi- 
nator at the ERIC Clearinghouse foi Junior Colleges. 
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Academic advising is the only structured service on college campuses 
that guarantees students interaction with concerned representatives of 
the institutions. Consequently, it can be a key factor in helping students 
make the necessary adjustment to college life and become integrated 
into the academic and social systems of our institutions, an integration 
that in turn leads to student success, satisfaction, and persistence. This 
volume of Sew Directions for Community Colleges defines developmental 
academic advising, describes the ways in which advising services are 
organized and delivered, and discusses the key components of effective 
advising programs. 




